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PROBLEM:  Purpose  and  Objectives 


CE\PTER  1 
EEIOBLEM 


Purpose  and  Objectives 


The  purpose  o£  this  investljgatlon  was  to  study  achievement  in 
basal  reading  skills  by  mentally  handicapped,  intellectually  normal, 
and  intellectually  superior  pupils  taught  In  a basal  reading  program 
at  reading  Instructional  levels  2,  3,  4,  and  5»  Following  from  this 
purpose  were  research  objectives  pertaining  to  sequences  among  basal 
reading  skills.  Intellectual  processes  related  to  basal  reading  skills, 
trends  in  achievement  of  basal  reading  skills  over  reading  instruc-^ 
tlonal  levels.  Intellectually  retarded  and  normal  groups’  achievement 
In  basal  reading  skills,  and  intellectually  normal  and  superior  groups' 
achievement  in  basal  reading  skills.  The  research  objectives  are 
specified  below. 

1.  Sequences  Among  Basal  Reading  Skills 

The  research  objective  was  to  identify  sequences  among 
basal  reading  skills  in  five  categories:  phonetic  analysis, 

structural  analysis,  dictionary,  word  functions,  and 
conq>rehenslon. 

a.  Expected  Sequences  Among  Basal  Reading  Skills.  Among 
skills  in  a given  category  of  basal  reading  skills,  \diat 
sequence  can  be  expected,  a priori,  on  the  basis  of  the 
criterion,  level  of  conplexlty? 

b;  Goodness  of  Fit  of  ^e  Simplex  Model.  — Does  the  simplex 
model  fit  sets  of  dlata  describing  skills  In  an  expected 
sequence  which  werct  ordered,  & priori,  on  the  basis  of 
the  criterion,  level  of  conplexity? 

2.  Intellectual  Processes  Related  to  Basal  Reading  Skills 

The  research  objective  was  to  examine  Intellectual 
processes  related  to  acihlevement  In  selected  basal  reading 
skills. 
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a*  Ident i ficat ion  of  Processes.  --  Which,  of  a selected  set 
of  intellectual  processes,  are  related  singly,  and  in 
combination,  to  achievement  in  each  basal  reading  skill? 

Extent  of  Relationship.  — To  what  extent  are  the 
identified  intellectual  processes  and  combinations  of 
intellectual  processes  related  to  achievement  in  each 
basal  reading  skill? 

c.  Relative  Contribution.  --  What  is  the  relative  contribu- 
tion, or  weighting,  of  each  intellectual  process  when 
combinations  of  intellectual  processes  are  related  to 
achievement  in  a given  basal  reading  skill? 

d.  Differences  Among  Skills.  — Do  Intellectual  processes 
related  to  achievement  differ  among  basal  reading  skills? 

3.  Trends  in  Achievement  of  Basal  Reading  Skills  Over  Reading 
Instructional  Levels 

The  research  objective  was  to  describe  trends  in 
achievement  of  basal  reading  skills  over  reading  instructional 
levels  2,  3,  4,  and  5.  The  following  questions  pertained  to 
retarded,  normal,  and  superior  groups  considered  separately. 

a.  Presence  of  a Trend.  --  For  a given  basal  reading  skill, 
is  there  a trend  in  the  means  at  reading  instructional 
levels  2,  3,  4,  and  5? 

Wature  of  the  Trend.  — For  a given  basal  reading  skill, 
what  is  the  nature  of  the  trend  in  the  means  at  reading 
instructional  levels  2,  3,  4,  and  5? 

4.  Intellectually  Retarded  and  Normal  Groups'  Achievement  in  the 
Basal  Reading  Skills 

The  research  objective  was  to  compare  retarded  and  normal 
groups'  achievement  in  the  basal  reading  skills.  The  research 
questions  pertained  to  retarded  and  normal  groups  who  are 
equated  on  MA  level  and  an  independent  measure  of  general 
reading  achievement  level  and  who  are  taught  at  the  same 
general  reading  instructional  levels. 

Level  of  Acquisition  in  the  Basal  Reading  Skills.  --  At 
the  primary  and  intermediate  reading  inctructional  levels, 
do  retarded  and  normal  groups  differ  in  level  of  acquisi- 
tion in  the  basal  reading  skills  at  the  beginning  of  a 
7-month  instructional  period? 


PROBLEM;  Related  Research 


1 


Rate  af  Acquisition  Jii  tljs.  Basal  Reading  Skllla*  — At 
the  primary- and  intermediate  reading  instructional 
levels,  do  retarded  and  normal  groups  differ  in  rate  of 
acquisition  in  the  basal  reading  skills  during  a 7-month 
instructional  period? 

5.  Intellectually  Normal  and  Superior  Groups*  Achievement  in  the 
Basal  Reading  Skills 

The  research  objective  was  to  compare  normal  and 
superior  gronps*  achievement  in  the  basal  reading  skills.  The 
research  questions  pertained  to  normal  and  superior  groups 
who  are  equated  on  CA  level  and  who  are  taught  at  the  same 
reading  instructional  levels^. 

1‘evel  of  Acquisition  in  the  Basal  Reading  Skills.  — At 
the  primary  and  intermediate  reading  instructional  levels, 
do  normal  and  superior  groups  differ  in  level  of  acquisi- 
tion in  the  basal  reading  skills  at  the  beginning  of  a 
7-month  instructional  period? 

^ • Rate  of  Acquisition  in  the  Basal  Reading  Skills.  — At 
the. primary  and.  intermediate  reading  instructional 
levels,  do  normal  and  superior  groups  differ  in  rate  of 
acquisition  in  the  basal  reading  skills  during  a 7-month 
instructional  period? 


Related  Research 


Essentially,  the  five  research  objectives  represented  the  investi- 
gators' intent  to  examine  intellectually  retarded,  normal,  and  superior 
subjects'  reading  achievement  from  several  points  of  view.  That  is,  a 
constant  set  of  procedures  was  used  with  samples  from  the  same  population 


delated,  and  very  important,  research  questions  are  implicit  in 
the  following  problem:  Do  normal  and  superior  groups,  or  retarded  and 

superior  groups,  who  are  equated  on  MA  and  general  reading  achievement 
levels  and  who  are  taught  at  the  same  reading  instructional  levels, 
differ  in  level  and  rate  of  acquisition  in  basal  reading  skills?  This 
problem  was  not  studied  in  the  present  investigation.  The  present 
investigators  could  not  locate  a suff ixient  sample  of  intellectually 
superior  pupils  at  reading  instructional  levels  2,  3,  4,  and  5 vitio 
could  be  equated  with  less  intelligent  pupils  on  WA,  reading  achieve- 
ment level,  and  instructional  level  at  which  they  were  taught  reading. 
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in  collecting  data  for  the  several  objectives.  The  idea  was  to  obtain 
complementary  sets  of  information.  For  example,  the  studies  of 
sequences  and  processes  pertained  to  dimensions  of  the  reading  act. 
These  sttidies  were  Important  in  themselves;  in  addition,  they  yielded 
information  which  was  considered  useful  in  understanding  the  informa- 
tion about  trends  over  reading  Instructional  levels.  Similarly, 
information  about  trends  was  considered  important  in  itself.  However, 
along  with  information  about  processes  and  sequences,  information 
about  trends  was  considered  pertinent  to  understanding  relationships 
between  intellectually  retarded  and  normal  subjects'  reading  achieve- 
ment and  intellectually  normal  and  superior  subjects'  reading 
achievement . 

The  present  investigators  did  not  locate  previous  projects 
devoted  to  collecting  such  complementary  sets  of  data  relevant  to 
retarded,  normal,  and  superior  subjects'  reading  achievement.  Conse- 
quently, a brief  citation  of  research  related  to  phases  of  this 
investigation  is  reported  here.  The  order  of  the  review  will  follow 
the  major  objectives  of  the  study. 

Sequences  Among  Basal  Reading  Skills.  --  Authors  of  basal  reading 
series  and  other  types  of  programs  for  teaching  reading,  of  necessity, 
proposed  sequences  for  teaching  reading  skills.  In  addition,  those  who 
wrote  about  reading  instruction  in  other  contexts  commented  on 
sequences  for  presenting  the  various  basal  reading  skills:  e.£. , Aaron 

(1961,  1964),  Bond  and  Wagner  (1966),  Gray  (1960),  McKee  (1966),  and 
Russell  (1961).  These  reading  specialists  proposed  sequences  on  the 
basis  of  competent  professional  judgment  and  extensive  experience  in 
reading  instruction.  The  present  investigators  did  not  locate  studies 
devoted  primarily  to  identifying  sequences  which,  in  Manning's  (1960, 
p.  116)  terms,  are  based  on  "the  behavior  of  the  learners  themselves." 

Intellectual  Processes  Related  to  Basal  Reading  Skills.  --  Logical 
analyses  and  empirical  Investigations  have  yielded  useful  Information 
about  cognitive  processes  involved  in  reading  achievement.  Investi- 
gators who  were  concerned  with  this  problem  Included  Bond  and  Clymer 
(1955),  Holmes  and  Singer  (1966),  Raymond  (1955),  and  Stake  (1958). 
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The  present  investigators  did  not  locate  studies  which  involved  using  a 
restriot^  number  of  Intellectual  processes  with  a wide  range  of  read- 
ing skiils  and  a large  nund>er  of  subjects. 

Trends  in  Achievetment  Over  Reading  Instruct  ional  ihe^ejla*  — * 
Investigators  who  studied  Intellectually  retarded  subjects*  progress 
in  reading  over  periods  ranging  from  one  to  four  years  Included  Bradway 
(1939),  Engle  (1942),  Janes  (1953),  McElwee  (1931),  Murdoch  (1918), 
Nemzek  and  Melxner  (1939),  and  Walsh  (1938)*  Dunn  (1954)  and  Kirk 
(1964)  reviewed  and  evaluated  these  studies*  The  present  investigators 
did  not  locate  investigations  completed  since  these  .earlier  studies* 

Nor  did  the  investigators  locate  studies  of  long“term  trends  in  normal 
and  superior  pupils*  reading  achievement. 

Intellectually  Retarded  and  Normal  Groups*  Achleyement. 

Basal  Readtncr  Skills*  •-  Jones  (1919-1920)  and  Merrill  (1924)  conducted 
earlier  studies  of  reading  achievement  of  retarded  subjects  and  more 
Intelligent  subjects  who  were  equated  on  MA*  In  later  studies, 

Blelsmer  (1952)  compared  retarded  and  intellectually  superior  subjects 
while  Dunn  (1954)  and  Shotick  (1960)  compared  retarded  and  normal  sub- 
jects. In  addition  to  controlling  MA,  Shotick  equated  his  subjects 
on  reading  grade  placement  with  the  Stanford  Achievement  Test*  As  part 
of  a larger  investigation  of  subjects*  progress  in  learning  arithmetic, 
Rlausmeler,  Feldhusen  and  Check  (1959)  examined,  reading  achievement  of 
retarded,  normal,  and  superior  pupils  who  were  equated  on  MA.  Davidson 
(1931)  studied  retarded,  normal,  and  superior  subjects  who  were  equated 
on  MA  at  the  four  years  six  months  level.  She  compared  their  progress 
during  a 1 1/2  month  instructional  program  in  reading.  The  present 
investigators  did  not  locate  studies  in  which  MA,  reading  achievement 
level,  and  reading  instructional  level  were  controlled  in  an  examina- 
tion of  both  level  and  rate  of  acquisition  of  basal  reading  skills  in 
several  categories. 

Intellectually  Normal  and  Superior  Groups*  Achievement  iji  t|ie 
Basal  Reading  Skills*  — Several  Investigators  studied  the  reading 
achievement  of  intellectually  superior  and  less  intelligent  elementary 
school  pupils  who  were  equated  on  MA*  Blelsmer  (1952)  and  Merrill 
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(1924)  studied  status.  Davidson  (1931)  examined  rate  of  acquisition 
over  a specified  period  of  time,  1 1/2  months.  Although  a number  of 
people  have  commented  on  the  topic,  the  present  Investigators  located 
no  research  on  the  level  of  acquisition  and  rate  of  acquisition  of 
normal  and  superior  pupils  equated  on  CA. 

Extensions . — The  present  Investigation  was  designed  to  extend 
some  of  the  earlier  research  on  reading  achievement.  Rationally 
derived  expectations  about  sequences  were  examined  in  the  context  of 
data  obtained  from  pupils  taught  at  reading  Instructional  levels  2,  3, 
4,  and  5 of  a single  basal  reading  program.  A small  number  of  intel- 
lectual processes  was  studied  in  conjunction  with  a large  number  of 
subjects  in  order  to  minimize  some  problems  frequently  encountered 
with  multivariate  procedures.  Retarded  and  normal  subjects  were 
equated  not  only  on  MA  level  but  also  on  an  Independent  measure  of 
general  reading  achievement  level  and  on  the  reading  Instructional 
level  at  which  they  were  taught;  the  normal  subjects  were  achieving 
at  instructional  levels  generally  expected  of  children  at  their  GA 
levels  (and  thus  their  MA  levels).  All  subjects  were  taught  at  read- 
ing instructional  levels  2,  3,  4,  and  5 in  the  same  basal  reading 
program.  The  Investigation  covered  the  teaching  of  basal  reading  over 
a period  of  a school  year;  the  tests  sampling  basal  reading  skills  were 
administered  seven  months  apart.  Ostensibly,  there  was  sufficient 
time  for  progress  in  reading  to  occur  and  yet  probably  not  enough  time 
for  operation  of  possible  contaminating  factors  like  experiences  during 
the  summer,  and  so  on.  In  contrast  with  more  global  measures  of  read- 
ing achievement,  tests  constructed  for  use  in  the  study  were  designed 
to  sample  individual  reading  skills  encompassed  by  the  basal  reading 
program  taught  to  the  pupils.  The  Investigators  conducted  an  orienta- 
tion and  in-service  program  for  teachers  who  participated  in  the 
project.  That  is,  participating  teachers  were  continuously  oriented 
to  current  phases  of  the  project  and  were  given  in-service  instruction 
in  the  teaching  of  reading. 


PROCEDURES!  Overview  — ^ 

^ bSlAPTER  2 

V 

PROCEDURES 

The  purpose  in  this  investigation  was  to  study  achievement  in 
basal  reading  skills  by  mentally  handicapped,  intellectually  normal, 
and  intellectually  superior  pupils  taught  at  reading  instructional 
levels  2,  3,  4,  and  5.  Following  from  this  purpose  were  specific 
research  objectives  pertaining  to  sequences  among  basal  reading  skills. 
Intellectual  processes  related  to  basal  reading  skills,  trends  in 
achievement  of  basal  reading  skills  over  four  reading  instructional 
levels,  intellectually  retarded  and  normal  groups*  achievement  in 
basal  reading  skills,  and  intellectually  normal  and  superior  groups' 
achievement  in  basal  reading  skills*  Accomplishing  the  purpose  and 
objectives  of  the  study  required  sets  of  procedures  for  selecting 
subjects,  selecting  basal  reading  skills,  selecting  intellectual 
processes,  selecting  and  teaching  a basal  reading  program,  conducting 
an  orientation  program  for  teachers,  developing  tests  to  assess  the 
selected  basal  reading  skills  and  Intellectual  processeii^,  collecting 
data,  and  analyzing  data.  The  present  chapter  consists  of  details 
pertaining  to  these  sets  of  procedures.  The  detailed  description  is 
preceded  by  an  overview  of  the  investigation  which  contains  a sunanary  of 
the  procedures. 


Overview  of  the  Investigation 

Subjects.  — Subjects  were  947  pupils  in  44  classes  who  were 
taught  at  reading  instructional  levels  2,  3,  4,  and  5,  respectively# 
and  who  satisfied  certain  other  selection  criteria.  The  total  number  of 
pupils  was  divided  into  two  groups:  639  subjects  were  in  the  processes- 

sequences  group;  308  subjects  were  in  the  combined  retarded,  normal#  and 
superior  groups  (108  retarded  subjects,  108  normal  subjects,  and  92 

• r 

superior  subjects). 
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Basal  Reading  Skills^  — A sample  of  50  basal  reading  skills  was 
selected  for  stisdy#  These  skills  were  selected  from  six  categories; 
identifying  words  at  sight,  phonetic  analysis  skills,  structural 
analysis  skills,  dictionary  skills,  word  functions  skills,  and  compre- 
hension skills. 

Intellectual  Processes.  — Four  intellectual  processes  were 
selected  from  the  domain  of  possibly  relevant  attributes.  The  four 
intellecttml  processes  chosen  for  study  ware  associative  memory, 
conceptualization,  verbal  meaning,  and  reasoning. 

Basal  Reading  Program.  --  The  Scott,  Foresman  New  Basic  Readers 
program  was  used  in  teaching  reading  to  pupils  in  the  44  participating 
classes.  The  teachers  were  furnished  the  materials  to  teach 
the  basal  reading  program.  The  amount  of  time  which  the  teachers 
spent  in  reading  instruction  was  controlled;  approximately  1 1/2  hours 
daily  for  pupils  at  the  primary  level  and  approximately  1 1/4  hours 
daily  for  pupils  at  the  intermediate  level. 

Orientation  Program  for  Teachers.  --  The  investigators  conducted 
an  orientation  program  for  participating  teachers.  This  program  was 
devoted  to  in-service  work  on  teaching  reading  and  to  briefing  about 
project  procedures  and  related  activities, 

3?asts  for  Assessing  the  Basal  Reading  Skills  and  the  Intellectual 
ProcessjM.  --  Twenty  tests  were  developed  for  assessing  the  50  basal 
reading  skills  selected  for  study;  most  of  these  tests  consisted  of 
several  subtests  specific  to  particular  skills.  Four  previously-used 
tests  of  intellectual  processes  were  selected  and  modified  for  the 
purposes  of  the  present  study. 

Collection  Procedures . — The  directions  for  all  tests  were 
recorded  on  audio  tape.  In  addition,  test  items  (content  per  se)  for 
tests  involving  auditory  stimuli  were  taped  (e,^,  test  #10,  Phonics 
Sounds).  The  teachers  used  these  tapes»  and  written  copies  of  test 
directions  and  procedures,  in  administering  the  tests  to  pupils  in  their 
classes.  There  was  one  exception:  project  personnel  administered  test 

#18,  Sight  Vocabulary  to  subjects .individually. 
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The  data  collection  schedule  was  the  following.  In  the  fall 
(October) y pupils  were  administered  tests  #1-#17  which  assessed  41  basal 
reading  shills;  seven  months  later  in  the  spring  (May),  piq»lls  were 
administered  tests  #1-#17  again.  During  September  and  October,  pupils 
were  administered  test  #18  (Sl^t  Vocabulary).  In  March,  pupils  were 
administered  test  #19  (Figurative  Language),  test  #20  (Critical  Reading), 
and  the  tests  sampling  the  four  intellectual  processes. 

Data  Analyses . --  The  procedures  used  to  analyze  data  pertinent  to 
each  research  question  are  outlined  below.  The  information  for  each 
research  question  includes  the  subjects,  the  data,  and  the  techniques 
for  the  analyses. 

1.  Sequences  Among  Basal  Reading  Skills. 

a.  Subjects:  processes -sequences  group. 

b.  Data:  task  analyses  and  test  content  descriptions 

indicating  the  nature  of  the  basal  reading  skills  as 
tested;  scores  on  spring  administration  of  tests  #1- 
#17  and  scores  on  test  #19. 

c.  Analyses:  rational  analyses  to  establish  expected 

sequences  and  Kaiser’s  (1962)  procedures  for  scaling 
a simplex. 

2.  Intellectual  Processes  Related  to  Acquisition  of  Basal 

Reading  Skills. 

a.  Subjects:  processes- sequences  group. 

b.  Data:  scores  on  the  intellectual  processes  tests, 

scores  on  the  spring  administration  of  reading  tests 
#1-#17  and  scores  on  tests  #19  and  #20. 

c.  Analyses:  multiple  and  partial  regression  procedures— 

independent  variables  were  scores  on  the  intellectual 
processes  tests,  dependent  variables  were  scores  on 
the  reading  tests. 

3.  Trends  Over  Reading  Instructional  Levels. 

a.  Subjects:  retarded,  normal,  and  superior  groups. 
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b.  Data:  scores  on  fall  administration  of  tests  #1* 

#17  and  scores  on  tests  #18,  #19,  and  #20. 

c.  Analyses:  within  each  intelligence  level,  single 
factor  analyses  of  variance  and  examination  for 
linear,  quadratic,  and  cubic  trends. 

4.  Retarded,  l^ormal,  and  Superior  Pupils*  Levels  of  Acquisition 
on  the  Basal  Reading  Skills  at  the  Beginning  of  the  7-month 
Instructional  Period. 

a.  Subjects:  the  retarded  and  normal  groups;  the  normal 

and  superior  groups. 

b.  Data;  scores  on  fall  administration  of  tests  #1- 
#17  and  scores  on  tests  #18,  #19,  and  #20. 

c.  Analyses:  t tests 

5.  Retarded,  Normal,  and  Superior  Pupils*  Rates  of  Acquisition 
of  Basal  Reading  Skills  During  the  7-month  Instructional 
Period. 

a.  Subjects:  the  retarded  and  normal  groups;  the  normal 

and  superior  groups. 

b.  Data;  scores  on  the  fall  and  spring  administrations 
of  tests  #1-#17. 

c.  Analyses:  two-factor  analyses  of  variance  — first 

factor  was  intelligence  level,  second  factor  was 
repeated  measures  (fall,  spring)  of  basal  reading 
skills. 


Subjects 


Information  about  the  subjects  is  presented  below.  This 
presentation  is  organized  according  to  three  headings:  general 

description  of  the  total  group  of  subjects,  the  processes-sequences 
group,  and  the  retarded,  normal,  and  superior  groups. 
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General  Description  of  the  Total 
Group  of  Subjects 

Subjects  were  947  pupils  who  were  taught  at  reading  instructional 

1 2 
levels  2,  3,  4,  and  5.  They  were  enrolled  in  44  public  school  classes  . 

These  classes  were  taught  by  39  teachers  and  labeled  administratively 

as  grades  2,  3,  4,  and  5 and  as  intermediate  and  secondary  special 

classes  for  the  mentally  retarded*  Pupils  in  these  classes  were  taught 

the  basal  reading  skills  at  reading  instructional  levels  1 through  6 in 

the  Scott,  Foresman  New  Basic  Readers  program* 

The  44  classes  were  selected  from  three  school  systems  in  Georgia: 

the  Chatham  County  School  System,  the  DeKalb  County  School  System,  and 

the  Franklin  County  School  System.  The  DeKalb  County  School  System  is 

in  a large  urban  area,  metropolitan  Atlanta*  The  Chatham  County  School 

System  is  in  a middle- sisse  urban  area,  Savannah.  The  Franklin  County 

School  System  encompasses  rural  areas  and  small  urban  areas,  Carnesville, 

Lavonia,  and  Royston. 

The  44  participating  classes  had  1163  pupils  enrolled.  These 
1163  pupils  participated  in  project  activities.  However,  only  947 
pupils  were  considered  to  be  subjects,  and  data  for  only  these  947 
'subjects  were  used  in  the  analyses* 

Attrition  and  failure  to  meet  the  subject  selection  criteria  were 

reasons  why  the  remaining  216  pupils  were  not  included  as  subjects  in 

% 

the  investigation*  Fifty-two  pupils  were  lost  through  attrition;  35 


X 

For  the  ptirposes  of  this  investigation,  reading  instructional 
level  v&s  defined  as  the  level  at  which  the  pupils  were  taught  in  the 
Scott,  Foresman  New  Basic  Readers  program.  ' 

2 

A primary  advantage  in  using  such  a large  number  of  classes  was 
to  minimize  the  possibility  of  occurrence  of  what  Lindquist  (1953)  has 
labeled  Type  6 errors.  Such  errors  associated  with  using  Intact  groups 
of  subjects  are  a major  design  problem  in  a pi?ojact  like  the  present 
one. 
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Sc»ne  teachers  taught  reading  to  more  than  one  class. 
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pupils  moved  to  non-participating  schools  or  moved  out  of  the  school 
systems  during  the  year,  eight  pupils  enrolled  in  vocational  rehabilitation 
work-study  programs,  and  nine  pupils  withdrew  from  school*  One  hundred 
sixty-four  pupils  were  eliminated  because  they  did  not  satisfy  the 
subject  selection  criteria*  These  criteria  were  the  following:  the 

subjects  had  to  have  IQs  of  50  or  higher;  they  had  to  be  placed  in  the 
fall  at  reading  instructional  levels  2,  3,  4,  or  5;  and  they  had  to  be 
free  from  physical,  sensory,  or  emotional  difficulties  which  were 
judged  'sufficiently  severe  to  interfere  with  response  to  the  instruc- 
tional program  and  to  the  tests  used  in  the  investigation* 

•In  summary,  947  subjects  remained  after  the  subject  selection 
criteria  were  applied  and  after  the  effects  of  attrition  were  taken 
into  account.  These  subjects  were  categorized  into  the  processes- 
sequences  group  or  into  the  retarded,  normal,  and  superior  groups.  The 
308  subjects  in  the  retarded,  normal,  and  superior  groups  were  selected 
by  procedures  described  below.  The  639  subjects  who  remained  were 
designated  the  processes-sequences  group. 

For  research  design  purposes,  it  was  necessary  that  the  subjects 
in  the  processes-sequences  group  and  the  combined  retarded,  normal, 
and  superior  groups  be  comparable  in  facility  on  the  basal  reading 
skills.  To  obtain  evidence  about  this  requirement,  the  subjects*  scores 
on  the  spring  tests  of  the  basal  reading  skills  were  compared.  The 
means  for  the  two  groups  are  presented  in  tabular  form  in  Appendix  A. 

No  pair  of  means  differed  more  than  a fraction  of  a point,  and  the 
direction  of  the  differences  was  not  constant. 

Frocesses-Sequences  Group 

The  processes-sequences  group  included  639  pupils  from  the  44 
classes.  This  total  group  was  composed  of  146  pupils  at  reading 
instructional  level  2,  223  pupils  at  reading  instructional  level. 3, 

152  pupils  at  reading  Instructional  level  4,  and  118  pupils  at  reading 
instructional  level  5. 
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Intellectually  Retarded,  Normal, 
and  Superior  Groups 


The  retarded,  normal,  and  superior  subjects  were  308  pupils  from 
the  44  project  classes.  The  IQ  limits  specified  for  each  group  were  the 
following:  retarded  group,  IQ  within  the  range,  50-80;  normal  group, 

IQ  within  the  range,  90-110;  superior  group,  IQ  120  or  hi^er. 

As  required  by  the  research  objectives  specified  in  Chapter  1, 
the  retarded  and  normal  groups  were  equated  on  mean  MA  and  mean  general 
reading  achievement  level.  The  superior  and  normal  groups  were  equated 
on  mean  CA,  In  addition,  frequencies  of  boys  and  girls  did  not  differ 
significantly. 

Project  personnel  administered  the  instruments  used  for  assessing 
Intelligence  level  and  level  of  general  reading  achievement.  Intelligence 
level  was  assessed  with  the  1960  Revision  of  the  Stanford  Blnet 
Intelligence  Test,  Form  LM.  Level  of  general  reading  achievement  was 
assessed  with  the  Georgia  Infomuiil  Reading  Inventory,  Form  SF  (Appendix 
B),  This  Informal  reading  inventory  was  developed  especially  for  the 
present  project  to  assess  facility  with  material  in  the  reading  program 
used,  the  Scott,  Foresman  New  Basic  Readers  program.  Note  that  this 
measure  of  reading  achievement  was  used  as  an  independent  control 
variable;  it  was  separate  from  tltie  measures  of  50  reading  skills  which 
were  used  as  dependent  variables. 

The  total  numbers  of  subjects  in  the  groups  were  108  retarded 
subjects,  108  normal  subjects;  and  92  superior  subjects.  Within  each 
group,  there  were  equal  numbers  of  subjects  at  reading  instructional 
levels  2,  3,  4,  and  5,  respectively.  For  the  considerations  of  levels 
and  rates  of  acquisition,  the  subjects  were  grouped  into  two  levels  : 


In  reporting  results  pertinent  to  rate  and  level  of  acquisition 
of  the  basal  reading  skills,  the  four  reading  instructional  levels  were 
combined  into  two  reading  instructional  levels  for  mechanical  reasons. 
That  is,  before  the  final  report  was  prepared,  the  groups'  scores  were 
analyzed  at  four  reading  instructional  levels  and  two  reading  instruc- 
tional levels.  The  results  of  the  two  sets  of  analyses  supported  the 
same  generalizations.  Since  it  was  justifiable,  the  data  organization 
by  the  primary  and  intermediate  reading  instructional  levels  was  chosen 
for  the  sake  of  increased  brevity  and  simplicity  in  the  tabular  and 
textual  presentation. 
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primary,  readl^ig  iiistructional  levels  2 and  3;  intermediate,  reading 
instructional  levels  4 and  5.  For  the  analyses  of  trends  over 
instructional  levels,  the  subjects  were  grouped  by  the  four  reading 
instructional  levels* 

Tables  1 and  2 contain  descriptive  statistics^  portraying  MA,  CA, 
IQ,  general  level  of  reading  achievement,  and  distributions  of  boys  and 
girls  in  the  retarded,  normal,  and  superior  groups.  Note  that  the  HA 
of  the  retarded  group,  the  HA  and  CA  of  the  normal  group,  and  the  CA 
of  the  superior  group  were  at  the  age  levels  conventionally  assigned 
to  administrative  grades  2,  3,  4,  and  5,  respectively. 


Normal  and  Retarded  Groups 

The  normal  and  retarded  samples  were  equated  as  groups  on  mean  HA 
level,  mean  general  reading  achievement  level,  and  frequences  of  males 
and  females.  The  model  here  was  that  used  by  Cruickshank  (1946)  in  his 
study  of  arithmetic  achievement  and  by  Shotlck  (1960)  in  his  study  of 
reading  comprehension.  The  tables  in  Appendix  C contain  results  of 
the  statistical  tests.  These  data  revealed  that  the  requirements  of 
the  research  design  were  satisfied. 


^or  descriptive  statistics,  and  subsequently  for  the  inferential 
procedures  with  the  retarded  and  normal  groups  and  the  normal  and 
superior  groups,  the  subject  variables  were  analyzed  for  reading 
instructional  levels  2,  3,  4,  and  5,  as  well  as  for  the  primary  and 
intermediate  instructional  levels.  There  were  two  reasons  for  this. 
First,  consideration  of  trends  involved  four  reading  instructional  levels 
while  considerations  of  level  and  rate  of  acquisition  only  necessitated 
two  reading  instructional  levels.  Second,  it  was  necessary  to  insure 
that  a differential  loading  on  a variable  did  not  occur  within  the 
primary  or  intermediate  instructional  levels  and  yet  be  cancelled  out 
and  thus  masked  when  subjects  at  separate  reading  instructional  levels 
were  combined  into  the  primary  and  intermediate  reading  instructional 
levels.  Thus,  the  generalizations  about  relationships  among  subject 
variables  at  reading  instructional  levels  refer  to  reading  instructional 
levels  2,  3,  4,  and  5,  as  well  as  the  primary  and  intermediate  reading 
instructional  levels.  These  generalizations  are  items  3,  4,  and  5 
in  the  presentation  of  relationships  among  subject  variables  for  the 
normal  and  retarded  groups  and  the  normal  and  superior  groups, 
respectively. 
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IQs,  CAs,  MAs,  and  Reading  Achievement  Levels  of 
Subjects  in  the  Retarded,  Normal,  and 
Superior  Groups 

A.  Subjects  Organized  by  Reading  Instructional  Levels  2,  3,  4,  5 


Vari- 

able 

R.I.L.^ 

Retarded 
n«27  per 
X 

group 

cell 

SO 

Normal  group 
n=27  per  cell 
X SD 

Superior  group 
n«23  per  cell 
X SD 

2 

68.26 

9.48 

102.19 

7.57 

127.17 

9.59 

IQ 

3 

71.41 

9.86 

97.78 

5.69 

127*43 

7.20 

4 

71.07 

9.42 

100.74 

5.85 

124.91 

5.52 

5 

71.37 

7.43 

99.96 

4.89 

128.30 

9.60 

2 

92.74 

15.19 

92.85 

7.72 

114.04 

8.13 

3 

102.15 

10.77 

103.89 

5.32 

129.96 

7.10 

NA 

4 

113.56 

21.32 

116.04 

7.31 

142.70 

5.54 

(Months; 

5 

126.22 

12.77 

127.81 

7.08 

165.78 

15.00 

2 

141.56 

27.31 

89.78 

4.41 

89.65 

1.92 

3 

150.89 

29.31 

104.00 

7.22 

100.43 

3.30 

CA 

4 

171.93 

40.42 

112.15 

4.18 

111.26 

3.73 

(Months; 

5 

188.37 

17.18 

124.85 

5,27 

124.57 

3.74 

2 

1.93 

0.38 

2.11 

0.42 

2.43 

0.84 

Reading 

3 

2.85 

0.36 

2.81 

0.88 

4.83 

1.27 

achieve-  _ 

ment 

4 

3.63 

0.74 

3.70 

0.82 

4.96 

1.19 

level 

5 

5.00 

0.92 

5.15 

0.72 

5.91 

0.29 

^he  term  reading  instructional  levels  is  abbreviated  to  R,I«L«  here 
and  in  subsequent  tables  where  necessary. 
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Table  1 (Continued) 


B.  Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 


Vari- 

able 

R.X.L. 

Retarded  group 
n«54  per  cell 

Normal  group 
n=54  per  cell 

Superior  group 
n«46  per  cell 

K 

SD 

X 

SD 

X 

SD 

IQ 

P 

69.83 

9.71 

99.98 

7.00 

127.30 

8.39 

I 

71.22 

8.41 

100.35 

5.36 

126.61 

7.93 

llA 

P 

97.44 

13.88 

98.37 

8.61. 

122.00 

11.03 

(Months) 

I 

119.89 

18.54 

121.93 

9.28 

154.24 

16.16 

CA 

P 

146.22 

28.46 

96.89 

9.31 

95.04 

6.07 

(Months) 

I 

180.15 

31.86 

118.50 

20.99 

117.91 

7.67 

Reading 

achieve- 

P 

2.39 

0.60 

2.46 

0.77 

3.63 

1.61 

ment 

level 

I 

4.31 

1.08 

4.43 

1.06 

5.43 

0.98 

> 

Table  2 

Distribution  o£  Males  and  Females  in  the  Retarded, 
Normal,  and  Superior  Groups 

A.  Subjects  Organized  by  Reading  Instructional  Levels  2,  3,  4,  5 


Intelligence 

group 

Sex 

1 

'Reading  Instructional 
2 3 4 

level 

5 

Total  by  intelli- 
gence group 

Retarded 

M 

9 

14 

11 

16 

50 

group 

F 

18 

13 

16 

11 

58 

Normal 

group 

M 

9 

14 

13 

12 

48 

F 

18 

13 

14 

15 

60 

Superior 

M 

13 

10 

11 

8 

42 

group 

F 

10 

13 

12 

15 

50 

17 
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Table  2 (Continued) 


Intelligence 

group 

SeK 

Reading  instructional 
2 3 4 

level 

5 

Total  by  intelli- 
gence group 

Total  by 
instructional 

H 

31 

38 

35 

36 

140® 

■./•oh 

level 

F 

46 

39 

42 

41 

168 

B*  Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 


Intelligence 

Sex 

Reading  instructional  level 

Total  by  intelli- 

group 

Primary 

Intermediate 

gence  group 

M 

23 

27 

50 

Retarded 

58 

group 

F 

31 

27 

Normal 

M 

23 

25 

48 

60 

group 

F 

31 

29 

M 

23 

19 

42 

Superior 

27 

50 

group 

F 

23 

Total  by 
instructional 

M 

69 

71 

140^ 

iz:od 

level 

F 

85 

83 

168 

a,b,Cjd^j^^g^  represent  the  total  subjects  by  instructional 

levels,  not  the  total  subjects  in  the  three  intelligence  groups. 


PROCEDURESs  Subjects 


18 


1,  The  retarded  and  normal  groups  were  equivalent  in  MA,  general 
reading  achievement  level,  and  frequencies  of  boys  and  girls, 

2#  The  retarded  and  nonnal  groups*  IQs  and  CAs  differed  in  the 
expected  directions:  i.. e, , the  retarded  group  had  the  higher 

GA  and  lower  IQ. 

3.  Groups  at  the  different  reading  Instructional  levels  varied 
in  the  expected  directions  in  MA,  CA,  and  reading  achievement 
levels.  The  groups  at  each  reading  instructional  level  had 
higher  means  than  those  preceding  it. 

4.  The  groups  at  the  different  reading  instructional  levels  were 
homogeneous  in  XQ  and  frequencies  of  boys  and  girls. 

5.  On  all  variables,  the  intelligence  group  X instructional  level 
interaction  factors  were  not  significant.  That  is,  the 
relations  between  the  retarded  and  normal  groups  on  IQ,  MA, 

GA,  reading  achievement  level,  and  the  sex  distribution  were 
homogeneous  over  the  reading  instructional  levels. 


Normal  and  Superior  Groups 

The  normal  and  superior  samples  were  equated  as  groups  on  mean  CA. 
The  results  of  the  statistical  tests  are  presented  in  the  tables  in 
Appendix  C«  Listed  beloi^)r  are  relationships  indicated  by  these  data. 

1.  The  groups  were  equivalent  in  CA  and  frequencies  of  boys  and 
girls. 

2.  The  groups*  IQs,  MAs,  and  reading  achievement  levels  differed 
in  the  expect^  directions:  i.e«,  the  superior  group  exceeded 
the  normal  group. 

3.  Groups  at  the  different  reading  instructional  levels  varied 
in  the  expected  directions  in  MA,  CA,  and  reading  achievement 
level.  The  group  at  each  reading  instructional  level  had 
higher  means  than  those  preceding  it. 

4.  The  groups  at  the  different  reading  instructional  levels  were 
homogeneous  in  IQ  and  frequencies  of  boys  and  girls. 

5.  On  IQ,  CA,  and  the  sex  distribution,  there  was  no  interaction 
between  IQ  groups  and  reading  instructional  levels.  Inter- 
actions did  occur  on  the  MA  and  general  reading  achievement 
levels.  On  these  two  variables,  differences  between  the 
normal  and  superior  groups  were  larger  at  the  higher  reading 
instructional  levels. 
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Selection  of  Basal  Reading  Skills 

A saiaple  of  50  basal  reading  skills  vas  selected  for  study.  The 
material  below  includes  a description  of  steps  used  in  selecting  these 
skills  and  an  enumeration  of  the  skills  selected. 

Steps  in  Selection  of  Basal 
Reading  Skills 

Three  steps^  were  involved  in  selecting  the  basal  reading  skills. 
These  steps  are  listed  below. 

Selecting  the  Basal  Reading  Program.  — The  first  step  was  to 
select  a basal  reading  program  to  use  in  the  project  classes.  Currently 
used  basal  reading  programs  were  examined.  The  Scott,  Foresman  New 
Basic  Readers  program  was  chosen  as  a program  which  encompassed  basal 
reading  skills  of  interest  in  the  project. 

Making  a Task  Analysis.  ~ ■ The  second  step  was  to  make  a task 
analysis  of  the  Scott,  Foresman  New  Basic  Readers  program  at  each  reading 
instructional  level  from  the  preprimer  level  through  reading  instructional 
level  6.  This  task  analysis  yielded  information  about  skills  taught 
in  the  program;  how  the  skills  were  defined,  what  activities 

were  involved  in  performing  the  skills  successfully,  where  the  skills 
were  introduced,  where  they  were  reviewed,  and  how  they  were  taught. 

Selecting  the  Basal  Reading  Skills.  — The  third  step  was  to  select 
the  skills  to  test.  The  domain  was  the  total  set  of  skills  taught  at 
reading  instructional  levels  preprimer  through  6 in  the  Scott,  Foresman 


^A  number  of  references  were  consulted  for  information  pertinent  to 
issues  and  procedures  involved  in  selecting  the  basal  reading  skills 
and  the  intellectual  processes.  Examples  of  these  references  were  the 
follwying;  Aaron  (1961,  1964);  Austin  and  Morrison  (1963);  Bloom 
(1963);  Bond  and  Wagner  (I960);  Gagne^ (1965);  Gray  (I960);  Russell  and.. 
Fea  (1963);  Staats  and  Staats  (1963);  Underwood  (1957);  and  Travers 
(1963). 


1 
i 
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New  Basic  Readers  program.  This  total  set  of  skills  was  sampled  to 
obtain  data  relevant  to  the  research  objectives.  Fifty  basal  reading 
skills  finally  were  selected  as  being  representative  of  Important 
components  of  the  reading  act. 

Enumeration  of  the  Selected 
Basal  Reading  Skills 

Listed  below  are  the  50  basal  reading  skills  which  were 
selected  for  study.  They  are  organized  by  six  categories. 

Identifying  Words  at  Sight . — Only  one  skill  was  selected  from 
this  category.  The  skill  had  the  same  label  as  the  category. 

Phonetic  Analysis  Skills.  --  Nine  skills  were  selected  from  this 
category: . associating  vowel  letters  and  sounds;  associating  consonant 
letters  and  sounds;  associating  consonant  digraphs  and  sounds; 
associating  consonant  blends  and  sounds;  using  spelling  patterns; 
identifying  syllables  in  orally  and  visually  presented  short  words; 
identifying  syllables  in  orally  and  visually  presented  long  words; 
identifying  syllables  in  visually  presented  short  words;  identifying 
syllables  in  visually  presented  long  words.  /> 

Structural  Analysis  Skills.  --  Seven  skills  were  selected  from 
this  category:  identifying  components  of  compounds;  identifying  roots, 

endings,  and  suffixes;  identifying  roots  and  prefixes;  identifying 
roots  and  multiple  affixes*  translating  contractions;  locating  roots 
by  using  root-change  rules;  changing  roots  by  using  root-change  rules. 

Dictionary  Skills.  --  Ten  dictionary  skills  were  selected; 
identifying  alphabetical  sequences  based  on  first  letter;  identifying 
alphabetical  sequences  based  on  third  letter;  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter;  using  dictionary 
guide  words;  finding  definitions  of  single  entry  words;  finding 
definitions  of  multiple  entry  words;  selecting  definitions  of  single 
entry  words;  selecting  definitions  of  multiple  entry  words,  inter- 
preting single  pronunciation  symbols;  interpreting  multiple  pronunciation 
symbols. 
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Word  Functions  Skills.  — Eight  skills  were  selected  from  this 
category*  recognizing  functions  of  nouns ^ recognizing  functions  of 
verbs;  recognizing  functions  of  adjectives;  recognizing  functions  of 
adverbs;  specifying  functions  of  nouns;  specifying  functions  of  verbs; 
specifying  functions  of  adjectives;  specifying  functions  of  adverbs. 

Comprehension  Skills.  “*•  Fifteen  comprehension  skills  were  chosen; 
identifying  cause-effect  relationships  directly  stated  in  sentences; 
identifying  cause"effect  relationships  implied  in  sentences;  identifying 
main  ideas  directly  stated  in  stories;  identifying  main  ideas  implied 
in  stories;  identifying  main  ideas  directly  stated  in  paragraphs; 
identifying  main  ideas  implied  in  paragraphs;  identifying  details  in 
stories;  interpreting  similes;  interpreting  idioms;  interpreting 
hyperboles;  interpreting  personification;  interpreting  metaphors; 
predicting  outcomes  and  actions;  discriminating  between  fact  and 
fiction;  discriminating  between  fact  and  opinion. 

Selection  of  the  Intellectual  Processes 

A sample  of  four  intellectual  processes  was  chosen  for  use  in 
the  study  of  intellectual  processes  related  to  the  basal  reading  skills. 
The  material  below  consists  of  a description  of  steps  used  in  selecting 
these  intellectual  processes  and  an  enumeration  of  the  intellectual 
processes  chosen. 


Steps  in  Selection  of  the 
Xntellecttial  Processes 

Three  steps  were  involved  in  selecting  the  tests  of  the  intellectual 
processes.  These  steps  are  listed  below. 

Examining  Operational  Definitions.  The  first  step  was  to 
examine  the  operational  definitions  of  the  basal  reading 
skills. 

Posing  Expectations.  --  The  second  step  was  to  pose  expectations 
about  the  Intellectual  processes  possibly  involved  in  achievement  of 
these  basal  reading  skills. 
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Selecting  Intellectual  Processesn  — • The  third  step  was  to  select 
Intellectual  processes.  These  were  chosen  from  the  intellectuaT 
processes  which  were  judged  to  be  possibly  relevant  on  the  basis  of  • 
behavior  identified  in  the  operational  definitions  of  the  basal  reading 
shills^.  Four  intellectual  processes  finally  were  selected* 

Entnneration  of  the  Selected 
Intellectual  Processes 

Pour  intellectual  processes  were  chosen  for  use  in  the 
investigation.  These  intellectual  processes  were  associative  memory, 
conceptualization,  grasping  verbal  meaning,  and  reasoning. 


The  Basal  Reading  Program 


The  Instructional  program  used  in  the  study  is  described  in  this 
section.  The  core  materials  were  those  making  up  the  Scott,  Foresman 
Basic  Readers  series.  This  report  describes  these  materials,  the 
supplementary  materials  used,  the  general  guides  for  instruction,  the 
classroom  organizational  patterns  of  participating  classes,  and  the 
skills  taught  in  the  Scott,  Foresman  materials.  The  orientation  in- 
service  activities  for  project  teachers  are  described  in  the  neact  section. 


In  addition,  the  investigators  considered  several  other  issues 
before  making  decisions  about  the  nature  and  number  of  the 
lntellecti;ial  processes  selected  for  study.  These  Issues  pertained 
primari3.y  to  the  following:  the  ex:tent  of  cognitive  differentation 

occurring  *in  Individuals  at  the  younger  MA.s.;  difficulties  in  interpreting 
effects  of  large  numbers  of  Independent  variables  in  the  absence  of  the 
reification  required  for  indices  obtained  in  factor  analysis,  variance 
component  analysis,  and  similar  procedures;  diminishing  returns  V7hlch 
occur  in  multiple  correlation  procedures  involving  more  than  four  or 
five  variables;  and  ambiguity  which  may  occur  in  multiple  regression 
as  a function  of  heterogeneous  (between  equations)  intercorrelations  among 
independent  variables  in  a set  and  between  Independent  variables  in  a 
set  and  the  dependent  variable.  For  a discussion  of  these  issues,  see 
Cronbach  (1960),  Guilford  (1%5),  Ghiselli  (1964),  McNemar  (1962), 

Snedecor  (1956),  and  Sparks  and  Mitzell  (1966). 
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In£ot!QS.l:lon>is  based  upon  sunmary  reports  compiled  by  teachers  ^ 
mimeographed  sheets  prepared  for  briefing  project  teachers,  discussions 
with  teachers,  classroom  observations  by  project  workers,  and  a study 

of  instructional  materials  used  in  the  project. 

A part  of  this  research  study  involved  comparing  achievement  in 
basal  reading  skills  by  retarded  and  normal  children  and  by  normal  and 
superior  children  who  were  being  taught  on  corresponding  reading 
instructional  levels.  For  these  comparisons  to  be  valid,  the  reading 
programs  of  the  children  in  the  participating  classrooms  had  to  be 
similar  in  nature,  in  so  far  as  similarity  is  possible  and  desirable 
in  natural  school  settings.  When  more  than  one  teacher  is  involved  in 
an  experimental  study,  as  was  the  case  in  this  research  project,  complete 
uniformity  of  instruction  from  classroom  to  classroom  is  an  impossibility. 
Such  uniformity,  even  if  it  were  possible,  would  not  be  desirable  from 
the  standpoint  of  good  instructional  methodology. 

So  achieve  the  desired  degree  of  standardization  within  each 
reading  instructional  level,  the  investigators  prepared  some  general 
guides  for  Instruction  and  selected  a core  reading  program,  the  Scott, 
Foresman  New  Basic  Readers  series,  to  be  used  by  all  participating 
teachers.  In  so  far  as  possible,  the  researchers  attempted  to  control 
the  general  content  and  the  instructional  time  in  reading  so  that 
children  from  the  intellvectually  superior,  normal,  and  retarded  groups 
who  were  being  instructed  on  the  same  levels  would  have  reasonably 
comparable  programs.  All  teachers  followed  the  general  project 
instructional  guides  and  the  guidebook  lesson  plans  to  achieve 
similarity  from  instructional  group  to  instructional  group.  Each 
teacher,  however,  varied  her  rate  of  coverage  of  materials  in  terms 

of  the  progress  of  her  children. 

Basic  Reading  Program.  — The  Scott,  Foresman  New  Basic  Readers 
program  was  selected  for  use  in  the  project.  This  series  of  readers 
is  one  of  eleven  different  series  on  the  Georgia  Textbook  List  that 
may  be  purchased  by  Georgia  schools  from  their  textbook  fund  allotments. 
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A series  of  basic  readers  is  designed  to  serve  as  a core  part  of 
a developmental  reading  program*  Through  collections  of  stories  and 
articles  arranged  in  accordance  with  levels  of  difficulty,  as 
determined  by  readability  formulas,  the  series  offers  a sequence  for 
the  fundamental  or  basal  skills  of  reading.  The  sequence  is  presented 
in  lesson  plans  contained  within  the  teacher’s  guidebook.  Skill 
placement  is  based  in  part  on  the  master  skills-blueprlnt  for  the  series 
and  in  part  on  the  content  of  the  selections*  In  so  far  as  it  is 
possible,  skills  suggested  for  a given  lesson  plan  are  tied  to  the 
selection  being  taught. 

The  Scott,  Foresman  New  Basic  Readers  series  consists  of  graded 
materials  from  the  pre-reading  readiness  stage  through  eighth  grade 
reading  level.  At  the  time  project  work  in  the  schools  was  Initiated, 
materials  were  available  only  through  grade  6.  Though  only  grades 
2 through  5 reading  levels  were  of  concern  in  the  present  study,  materials 
from  grades  I through  6 were  furnished  teachers  in  accordance  with 
the  reading  levels  of  their  children.  Grade  6 reading  level  materials 
permitted  good  readers  starting  at  level  5 to  progress  to  a higher 
level  before  the  end  of  the  year. 

Teachers  were  furnished  necessary  teaching  materials,  such  as 
reading  texts,  workbooks,  guidebooks,  and  accessory  materials  for  each 
instructional  level  to  be  taught  in  the  classroom.  Accessory  materials 
included  supplementary  readers  at  primary  grade  levels,  picture 
dictionaries  for  first  and  second  grades,  dictionaries  for  third i grade 
and  ":ip,  and  anthologies  of  children's  literature.  Though  the  Scott, 
Foresman  reading  program  includes  text  materials  designed  especially  for 
children  reading  above  and  children  reading  below  grade  level,  only  the 
regular  text  materials  were  used.  The  materials  for  the  superior  and  the 
poor  readers  were  not  available  at  all  grade  levels  at  the  time  the 
project  began.  Still  another  reason  for  not  using  them  had  they  been 
available  is  that  the  instructional  program  could  be  kept  more  uniform 
from  group  to  group  by  using  the  regular  levels  only.  Using  only  the 
regular  levels  created  a situation  more  like  that  followed  in  most 
school  settings. 
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Teachers  weira  asked  to  follow  the  skill  sequence  suggested  in 
the  guidebook  for  introducing  skills  at  a. particular  reading  difficulty 
level.  Where  suggested  practice  materials  given  in  the  teacher’s 
guidebook  and  in  the  workbook  were  insufficient  according  to  the 
teacher’ s.  judgment,  he  or  she  was  encouraged  to  prepare  or  find 

practice  materials  for  use  with  the  children.  By  following 
the  Scott,  Foresman  sequence  for  skill  introduction,  the  different 
teachers  tended  to  standardize  their  core  reading  program. 

Supplementary  Materials.  --No  basal  reading  series  is  complete 
within  itself.  Additional  materials  are  needed  to  permit  children  to 
put  into  practice  skills  taught  them  in  basal  reading  instructional 
materials,  and  occasionally  guidebooks  will  not  suggest  enough  in 
the  way  of  practice  on  skills  that  have  been  introduced,  thus 
necessitating  the  use  of  additional  materials.  Project  teachers  were 
encouraged  to  use  library  books  and  other  materials  on  appropriate 
levels  for  their  children.  Among  the  supplementary  materials  used 
by  teachers  were  these:  library  books,  other  basal  readers  used  for 

supplementary  reading,  high-interest  low-vocabulary  books,,  special  ' 

« • • * 

workbooks,  teacher-prepared  exercises,  and  reading  laboratories.  All 
classrooms  appeared  to  have  sufficient  quantity  and. variety  of 
supplementary  materials,  and  the  specific  types  used  were  typical 
of  those  in  Georgia  classrooms. 

Guides  for  Teaching  Basal  Reading  Effectively.  The  need 
for  similar  programs  of  reading  Instruction  for  children-  in  the 
project  who  were  reading  on  the  same  levels  was  stressed  in  the 
briefing  sessions  with  project  teachers.  As  will  be  discussed 

later  in  detail,  a series  of  eight  in-service  sessions  was  held  with 
participating  teachers.  At  the  second  of  these  meetings,  a portion 
of  the  time  was  devoted  to  presenting  guides  for  effective  reading 
instruction.  Mimeographed  copies  of  the  suggested  guides  were 
furnished  the  teachers  for  further  assistance.  The  guidelines  dealt  • 
with  instructional  time,  use  of  basal  readers,  use  of  guidebooks, 
teaching  the  directed  reading  lesson,  and  use  of  the  accompanying 
workbooks.  The  18  guidelines  are  included* in  Appendix  D. 
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Suggestions  presented  in  the  18  guidelines  are  in  line 
with  those  most  often  given  by  persons  working  with  pre- service  and 
in-service  groups  of  teachers  who  are  concerned  with  good  teaching  of 
developmental  reading.  They  permit  teacher  freedom  for  creative 
teaching  within  the  broad  framework  of  the  skill  sequence  of  the 
Scott,  Foresman  series  and  yet  suggest  ways  for  the  teacher  to 
assure  effective  use  of  a basal  series  of  readers  in  a developmental 
reading  program, 

Classroom  Organizational  Pattern.  --No  attempt  was  made  to 
standardize  the  pattern  of  classroom  organization.  Since  three 
different  school  systems  were  involved  in  the  study,  complete 
standardization  would  have  been  impossible  to  accomplish.  Teachers 
were  asked  to  adhere  to  the  general  guidelines  of  Instruction  and  to 
teach  children  on  their  instructional  levels,  as  indicated  by  the 
Georgia  Informal  Reading  Inventory;  Form  SF,  an  individual  reading 
inventory  given  to  project  children.  Teachers  were  also 
asked  to  adhere  to  a general  time  schedule  so  that  the  amount  of 
actual  instruction  time  spent  on  reading  by  each  project  teacher 
would  be  approximately  the  same. 

Though  efforts  were  not  expended  to  assure  uniformity  in 
organizational  pattern,  a high  degree  of  sameness  existed  in  the 
pattern  of  classroom  organization.  In  the  school  system  from  which 
most  subjects  came,  a three-track  organizational  plan  is  used,  with 
children  being  divided  throughout  the  elementary  grades  in  accordance 
with  their  academic  achievement.  Within  the  individual  classrooms  in 
the  primary  grades,  sub-grouping  for  reading  instruction  was  the  rule. 
One  second  grade  and  one  fourth  grade  were  in  a team-teaching  situation, 
and  most  of  the  mentally  retarded  children  were  in  conventional 
exceptional  child  units  vfhich  met  the  standards  of  the  Georgia  State 
Department  of  Education.  Intermediate  grade  classes  in  this  system 
were  set  up  on  a departmentalized  basis  or  employed  grouping  across 
classes  for  reading  instruction.  In  all  instances,  efforts  were  made 
to  teach  children  on  the  levels  at  which  they  were  reading. 
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In  the  second  school  system,  children  had  been  randomly  assigned 
to  the  teachers  within  each  grade  and,  with  the  exception  of  two 
teachers,  were  taught  In  sub-groups  within  the  regular,  classroom.  Two 
teachers  grouped  across  classes  for  reading  Instruction. 

The  third  school  system  contributed  mentally  retarded  children 
only,  and  these  were  taught  by  using  grouping  across  classes. 

Time  Spent  in  Basal  Reading  Instruction.  — Though  rigid  time 
control  is  neither  desirable  nor  possible  in  classroom  reading.  Instruction, 
some  standardlssatlon  of  time  was  necessary  In  this  project.  The  major 
focus  of  one  part  of  the  project  was  to  Investigate  rates  and  levels 
of  achievement  of  Intellectually  superior,  intellectually  normal,  and 
mentally  retarded  children  as  well  as  processes  and  sequences. 

Therefore,  approximately  the  same  amount  of  time  had  to  be  spent  In 
reading  Instruction  for  those  children  reading  on  the  same  Instructional 
level. 

The  following  dally  time  allotments  were  used  as  guides  for 
teachers  participating  in  the  study: 

11/2  hours  for  children  reading  on  primary  level; 

1 1/4  hours  for  children  reading  on  Intermediate  level. 

Though  allotments  were  given  on  a daily  basis,  teachers  considered 
their  weekly  schedule  In  order  to  permit  day-to-day  variation  as 
needed. 

The  suggested  time  allotments  included  actual  Instruction  time 
when  the  teacher  was  working  directly  with  a particular  group  of 
children  and  time  for  independent  reading  activities  connected  with 
basal  reading.  Most  teachers  had  sub-groups  operating  within  their 
classrooms,  and  many  reading  activities  planned  for  these  children 
did  not  require  direct  teacher  supervision  for  every  minute  of  the 
Instructional  period.  All  children,  however,  spent  approximately 
1 1/4  to  1 1/2  hours  daily  In  basal  reading  activities. 
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Scotty  Foresman  Skill  Development  Program*  — To  Interpret  the 
achievement  of  the  childrens*  reading  on  the  various  levels  in  this 
study,  some  knowledge  of  the  skill  development  program  of  the  8cott, 
Foresman  series  is  necessary.  Certain  of  the  skills  measured  were  not 
actually  introduced  in  instruction  tmtlX  the  third  reader  level, 
whereas  other  skills  were  introduced  as  early  as  the  pre-primer  reading 
level  in  the  Scott,  Foresman  skill  sequence.  For  this  reason,  the 
sequence  of  the  program  as  well  as  its  inclusiveness  is  important  in 
interpreting  the  results  of  the  study. 

The  50  skills  sampled  in  this  study  constitute  a sampling  across 
the  spectrum  of  skills  which  was  designed  to  include  some  of  most 
types  of  skills.  To  include  all  skills  was  impossible  because  of  the 
testing  time  that  would  have  been  necessary. 

The  Scott,  Foresman  index  of  skills  subdivides  the  reading  skills 
into  the  two  broad  and  overlapping  categories  of  word  perception  and 
interpretation.  For  convenience  in  this  study,  the  skills  have  been 
categorised  into  groups.  These  categories  are  sight  vocabulary  (1, 
skill),  phonetic  analysis  (9  skills),  structural  analysis  (7  skills), 
dictionary  use  (10  skills),  word  functions  (8  skills),  and  compre- 
hension (15  skills).  The  first  five  of  these  categories  correspond  to 
skills  included  in  Scott,  Foresman* s word  perception  skills,  and  the 
skills  in  the  final  group  are  similar  to  skills  included  in  the  Scott, 
Foresman  interpretation  skills.  Each  skill  measured  in  the  study  and 
then  the  Scott,  Foresman  skills  that  are  comj;>arabie  are  presented  in 
Appendix  E« 


Orientation  and  In-service  Program  for  Teachers 

* 

Objectives.  --  The  investigators  planned  and  carried  out  a series 
of  meetings  for  participating  teachers.  These  activities  involved 
eight  sessions  designed  to  accomplish  the  following  objectives: 

1.  To  orient  teachers  on  the  nature  of  the  research  project 
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2.  To  Insure  that  participating  teachers  used  Scott,  Foresman 
basal  readers  and  accessory  materials  In  an  effective 
manner 

3.  To  assure,  In  so  far  as  possible,  that  time  allotments  and 
teaching  procedures  were  uniform  within  the  participating 
classes 

4.  To  brief  teachers  on  research  tests  and  test  administration 

5.  To  maintain  regular  contact  with  teachers  during  the  project 
In  order  that  current  Information  about  the  project  could  be 
given  and  further  questions  about  the  project  might  be 
answered 

Schedule  and  Content  of  Meetings,  — Project  Investigators,  with 
the  help  of  two  consultants  at  the  fourth  and  fifth  sessions,  planned 
and  carried  out  the  In-servlce  programs  for  participating  teachers. 
Meetings  began  In  late  August,  the  week  prior  to  school  opening,  and 
concluded  in  late  April.  With  the  exception  of  one  five-hour  and 
one  eight-hour  meeting,  sessions  lasted  for  three  hours  each.  Figure 
1 gives  the  content  of  each  meeting  and  when  It  was  held. 

Six  of  the  eight  sessions  were  scheduled  Individually  for  each 
of  the  three  participating  school  systems.  The  fifth  and  sixth 
meetings,  those  In  which  outside  consultants  participated,  were  held 
at  central  points  for  all  participating  teachers.  Enrollment  in  the 
meetings  coincided  with  the  number  of  teachers  participating  in  the 
study.  One  group  had  five  teachers,  another  group,  six  teachers,  and 
the  third  group,  twenty-eight  teachers. 

To  assure  uniformity  of  presentation  from  school  system  to  school 
system,  detailed  written  materials  containing  the  Ideas  to  be  discussed 
with  participants  were  prepared  In  advance  and  were  mimeographed. 

These  materials  were  followed  rather  closely  in  cGr>ductlng  in-service 
activities  with  the  teachers,  and  copies  of  the  materials  were  given  to 
teachers  to  use  during  the  meeting  and  to  keep  for  further  reference. 


PROCEDURES!  Tests 


2Q. 


Figure  1 


Orientation  and  In-service  Program  for  Teachers 


Meeting 

Topics  discussed 

Month 

1 

Purpose  of  project 
Teaching  approach  to  be  used 
Tests  to  be  used 

August 

2 

Organizing  for  effective  instruction 
How  to  teach  a lesson  in  a basal  reader 
How  to  use  supplementary  materials 
Time  schedule 

September 

3 

Reading  tests  to  be  administered  in 
fall  and  spring 

October 

4 

Word  perception  skills 

November 

5 

Using  Scott,  Foresman  materials  effectively 

December 

6 

Philosophy  underlying  Scott,  Foresman  program 

January 

7 

Comprehension  skills 

Processes  tests  and  additional  reading  tests 

March 

8 

Project  evaluation 

April 

Tests 


As  stated  previously,  50  basal  reading  skills  were  selected  from 
the  total  set  of  skills  taught  in  the  Scott , Foresman  l!!few  Basic  Readers 
program*  Similarly,  four  intellectual  processes  were  selected  from  the 
set  of  possibly  relevant  intellectual  processes.  The  instrtonents  used 
to  assess  these  skills  and  processes  are  con  sidered  below  in  terms  of 
three  topics:  development  of  the  tests,  description  of  the  basal 

reading  tests,  and  description  of  the  intellectual  processes  tests. 
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Development  of  the  Tests 


Strategy.  — In  obtaining  materials  for  assessing  the  basal  reading 
skills  and  Intellectual  processes  chosen  for  study,  the  Investigators 
had  to  make  decisions  about  three  Issues:  whether  to  use  presently 

published  Intellectual  processes  tests  or  whether  to  develop  Intellectual 
. processes  tests;  whether  to  use  presently  published  standardized  reading 
tests  or  whether  to  develop  reading  tests;  In  the  study  of  rate  of 
acquisition  diirlng  the  7-month  Instructional  period,  whether  to 
administer  one  set  of  reading  tests  twice  or  whether  to  use  single 
administrations  of  two  alternate  forms  of  reading  tests.  The  ways 
these  Issues  were  resolved  are  described  below. 

1.  In  deciding  about  the  Intellectual  processes  tests, 
content  analyses  were  made  of  standardized  and  non- 
standardized  tests.  The  Investigators  did  not  find 
tests  which  were  appropriate  In  terms  of  particular 
requirements  of  the  present  project.  Consequently » four 
previously-used  tests  designed  for  measuring  the 
Intellectual  processes  chosen  for  study  were  selected 
from  sources  like  French,  Ekstrom,  and  Price  (1963)  and 
modified,  as  appropriate,  for  use  in  the  present  project. 

2.  In  deciding  about  the  reading  tests,  content  analyses 
were  made  of  standardized  and  non- standardized  reading 
tests.  These  tests,  while  appropriate  for  other  purposes, 
were  not  appropriate  in  terms  of  particular  requirements 
for  the  present  project.  Therefore,  the  investigators 
developed  tests  to  assess  the  50  basal  reading  skills 
selected  for  sti»iy.  in  the  test  development.  Items 

were  selected  primarily  In  terms  of  the  operational 
definitions  of  the  basal  readltig  skills  being  assessed 
and  the  reading  instructional  levels  at  which  the  skills 
were  Introduced  and  reviewed# 

3.  In  deciding  about  alternate  forms  versus  a single  form  of 
the  tests,  the  following  factors  were  among  those 
considered.  In  the  study  of  rate  of  acquisition,  seven 
months  elapsed  between  the  two  testing  periods.  Taking 
as  a model  the  procedures  suggested  by  authors  of  such 
tests  as  the  Stanford -Blnet  (Terman  and  Merrill,  1960), 

It  was  considered  that  a 6-month  Interval  was  a sufficient 
period  to  minimize  the  effects  of  such  confounding  Influ- 
ences as  memory,  practice  effect,  etc.. .which  can  operate 
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i£  the  same  tests  are  administered  twice.  In  addition, 
there  were  problems  with  alternate  forms.  An  extensive 
amount  of  time  and  work  would  have  been  involved  in 
developing  parallel  forms  of  reading  tests 
which  were  satisfactory  In  terms  of  length,  content 
validity,  reliability,  etc.  Similarly,  the  number  of 
activities  involved  in  preparing  two  alternate  sets  of 
test  materials  for  1163  pupils  as  well  as  alternate  sets 
of  teat  administration  materials,  including  audio  tapes, 
would  have  constituted  serious  logistical  problems  as 
well  as  Increased  possibilities  that  procedural  errors 

could  have  occurred.  Since  only  a given  amount  of  time 
and  resources  were  available,  the  large  amount  of  work 
involved,  in  developing  alternate  forms  and  preparing 
them  fo7:  use  with  teachers  and  pupils  would  have  required 
a reduction  in  the  number  of  basal  reading  skills 
examined.  And  so,  considering  factors  such  as  these, 
the  investigators  chose  to  use  the  more  extensive  sample 
of  basal  reading  skills  and  to  depend  on  the  time 
interval  between  testing  periods  to  help  in  minimizing 
the  effects  of  possible  bias  in  using  the  same  forms 
of  tests  twice  in  the  study  of  rate  of  acquisition. 

Pi  lot -te  sting  and  Revision.  --  After  preliminary  forms  of  the 

instr\mients  were  developed,  they  were  pilot»tested  in  10  classes  of 

1 

elementary  school  pupils  • In  addition,  teachers  of  the  pilot-test 
sample  were  asked  to  x-rrite  evaluative  comments  about  the  tests.  The 
evalxiation  requested  of  the  teachers  referred  to  content  validity, 
format,  and  clarity  of  directions  and  procedures.  Also,  the  teachers 
were  asked  to  report  the  time  required  for  the  majority  of  the  pupils 
in  each  class  to  finish  the  tests. 

The  pupils*  scores  on  the  pilot  tests  were  used  in  computing 
reliability  estimates  and  other  appropriate  item  and  test  statistics. 
In  addition,  the  teachers'  evaluations  of  the  tests  were  summarized. 


‘^ese  pupils  were  from  the  Franklin  County  (Georgia)  School 
System  and  the  Clarke  County  (Georgia)  School  System.  They  participated 
only  in  the  pilot-testing.  They  did  not  participate  in  the  later 
stages  of  the  project. 
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The  tests  were  revised  on  the  basis  of  the  results  of  the  pilot 
testing,  the  evaluations  of  the  teachers,  and  further  escatnlnations  by 
the  investigators.  In  addition,  time  allotments  were  set  for  ^ch 
test  on  the  basis  of  the  information  supplied  by  the  teachers  who 
administered  the  pilot  tests*  The  time  allotments  were  considered 
generous  enough  to  provide  a measure  of  power  rather  than  speed  on  all 
tests  except  #18*  On  test  #18,  Sight  Vocabulary,  a speeded  presentation 
was  used  to  minimize  the  subjects'  use  of  phonetic  analysis  or  structural 
analysis* 

With  the  intention  of  holding  test  directions  constant  among 
classes  and  reducing  the  burden  of  test  administration  for  teachers, 
all  of  the  test  administration  directions  were  recorded  on  audio  tape 
as  well  as  in  mimeographed  form.  Also  recorded  on  audio  tape  were 
the  test  items,  or  content  per  se.  for  the  several  tests  involving 
auditory  stinmll*  These  tests  Included  #10,  Phonics  Sounds;  #11, 

Phonics  Principles;  and  #13,  Finding  Syllables— Auditory*  In  addition, 
tape  recordings  were  made  of  stimuli  in  the  intellectual  processes  tests 
which  required  reading*  That  is,  in  order  to  avoid  confotindlng  the 
measures  of  the  given  intellectual  processes  with  ability  to  read, 
audio  recordings  were  used  in  presenting  stimuli  for  three  tests: 

XP*1,  Word  Grouping;  IP*2,  Word  Number;  and  IP* 3,  Word  Meaning*  (The 
stimulus  materials  for  IP*4,  Number  Series,  did  not  require  reading, 
per 

Reliability  Data  for  the  Revised  Instruments  * — Reliability  data 
for  the  revised  Instruments  were  obtained  in  this  way*  The  data  used 
in  estimating  score  reliability  veve  scores  attained  by  subjects  in  the 
proceases-sequences  group  on  the  fall  administration  of  tests  #1  - #17 
and  their  scores  on  tests  #18,.  #19,  and  #20. 

The  reliability  coefficfents  were  calculated  by  a split*-half 
method  and  corrected  by  the  Spearman**Brown  Prophecy  Formula*  The 
reliability  data  are  presented  in  the  next  section:  specifically,  the 

respective  reliability  coefficients  are  presented  in  the  descriptions 
of  the  tests  or  subtests  used  to  measure  the  reading  skills 
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and  IntellecttJilftl  processes*  App'endlx  F contains  a tabular  sumcary  of 
the  reliability  coefficients.  Generally,  on  the  basis  of  their  exami- 
nation of  the  reliability  data,  the  investigators  Judged  that  the 
reliabilities  of  the  scores  were  sufficiently  high  to  Justify  use  of 
the  scores  for  research  purposes.  The  distinction  between  scores  being 
used  for  research  purposes  and  for  other  purposes  followed  from 
Thorndike's  (1951)  discussion  of  relevant  considerations. 


Description  of  the  Basal 
Reading  Tests 

Twenty  tests  were  used  to  assess  the  50  basal  reading  skills 
selected  for  study.  Most  of  these  tests  consisted  of  several  subtests 
specific  to  certain  basal  reading  skills.  The  tests  and  subtests  are 
described  briefly  below.  These  descriptions  are  presented  by  basal 
reading  skill.  They  include  the  definition  of  the  basal  reading  skill, 
the  Instructional  span  for  the  skill,  the  name  of  the  test  or  subtest, 
the  description  of  the  items  used  to  measure  the  skill,  the  total 
possible  score,  and  the  reliability  coefficient  for  the  score. . Appendix  G 
consists  of  a summary  outline  of  some  of  these  items:  name  of  skill, 

name  of  score,  instructional  span,  and  total  possible  score. 

Appendices  H through  M , respectively , contain  materials  for  the 
tests  in  the  six  categories  of  basal  reading  skills.  Each  appendix 
includes  content  descriptions  of  the  tests  and  subtests  used  to  measure 
the  several  basal  reading  skills;  as" well  as  specimens  of  the  tests— the 
directions  and  procedures  for  the  teachers,  the  directions  for  the 
subjects,  and  the  sets  of  test  items  to  which  the  subjects  responded  . 


1 

Pertinent  here  are  two  comments  about  mechanics  relevant  to  the 
appendices  containing  tests.  First,  among  other  uses,  the  material  in 
the  content  descriptions  is  intended  for  use  in  identifying  specific  test 
items  which  were  included  in  the  several  subtests  and  tests*  Second, 
because  of  space  requirements  in  the  final  report,  the  specimen 
.testtmaterials  presented  in  the  appeniices  are  in  smaller  type 
and  are  more  compressed  than  the  test  materials  used  with  the  pupils. 

Also,  specimen  test  materials  appear  on  the  fronts  and  the  backs  of  pages; 
test  materials  used  with  subjects  were  presented  on  only  one  side  of  a 
page. 
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Identifying  Words  at  Sight 

Test  materials  are  in  Appendix  H« 

This  skill  involves  recognizing  and  pronouncing  words  presented 
visually  by  means  of  a rapid  exposure  device.  The  skill  is  introduced 
at  the  preprimer  level  and  continued  through  reading  instructional 
level  6.  The  skill  was  measured  in  test  18,  Sight  Vocabulary. 

The  test  consisted  of  48  items.  Eight  words  which  were  not  inflected, 
derived,  or  compounded  forms  were  selected  from  word- lists  or  glossaries 
of  books  at  each  reading  instructional  level  1 through  6.  Thus,  the 
total  possible  score  was  48.  The  reliability  coefficient  was  .95. 


Phonetic  Analysis  Skills 

Appendix  I contains  materials  used  in  the  tests  of  skills  in  this 
category. 

Associating  Vowel  Letters  and  Sounds . — This  skill  involves 
associating  vowel  letters  and  sounds  when  sounds  are  presented  in 
isolation.  The  skill  is  introduced  in  the  instructional  program  at 
reading  instructional  level  2^  and  reviewed  through  3^.  The  skill 
was  measured  by  subtest  10.1,  Phonics  Sounds:  Vowels.  The  subtest 

consisted  of  items  sampling  the  long  and  short  sounds  for  each  of  the 
five  vowels.  The  total  possible  score  was  10.  The  reliability 
coefficient  for  the  subtest  was  .42. 

Associating  Consonant  Letters  and  Sounds . — This  skill  involves 
associating  consonant  letters  and  sounds  when  sounds  are  presented  in 
isolation.  In  the  reading  instructional  program,  the  skill  is  intro- 
duced at  the  preprimer  level  and  reviewed  at  subsequent  levels  to 
reading  instructional  level  3^.  The  subtest  used  to  assess  this  skill 
was  10.2,  Phonics  Sounds:  Single  Consonants.  The  consonant  sounds 

sampled  in  the  subtest  were  g (hard  g),  m,  r,  h,  s,  y,  c (s),  w,  1, 

8 (j)>  c (k),  p,  v,  k,  t,  d,  f,  j,  and  b.  The  total  possible  score 
was  20.  The  reliability  coefficient  for  the  subtest  was  .69. 

Associating  Consonant  Digraphs  and  Sounds . — This  skill  involves 
associating  consonant  digraphs  and  sounds  when  sounds  are  presented  in 
isolation.  The  skill  is  introduced  at  reading  instructional  level  1 
and  reviewed  at  reading  instructional  levels  2^  and  3^.  The  skill  was 
examined  in  subtest  number  10.3,  Phonics  Sounds:  Consonant  Digraphs. 

The  digraphs  included  in  the  test  were  gn,  th  (voiced),  ph,  ch,  th 
(voiceless),  and  wh.  The  total  possible  score  was  6.  The  reliability 
coefficient  for  the  subtest  was  .73. 
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Associating  Consonant  Blends  and  Sounds.  — This  skill  involves 
associating  consonant  blends  and  sounds  when  sounds  are  presented  in 
isolation.  The  skill  is  presented  at  reading  instructional  level  1 
and  reviewed  at  reading  instructional  levels  2^  and  3^.  The  subtest, 

10.8,  Phonics  Sounds:  Consonant  Blends,  included  eight  r-blends,  six 

1-blends,  six  s-blends,  and  two  miscellaneous  blends  (tw,  qu).  The 
total  possible  score  was  22.  The  reliability  coefficient  for  the 
stibtest  was  .98. 

Using  Spelling  Patterns.  --  This  skill  involves  using  consonant- 
vowel  -consonant  spelling  patterns  as  clues  to  pronouncing  vowel  sounds 
in  one-syllable  words,  polysyllabic  words  with  accented  first  syllables, 
and  polysyllabic  words  with  accented  final  syllables.  The  skill  is 
introduced  at  reading  instructional  levels  2^  and  3^  and  reviewed  at 
each  subsequent  reading  instructional  level  to  6.  The  test  used  to 
examine  this  skill  was  11.3,  Phonics  Principles.  Eleven  rules  were 
sampled.  The  total  possible  score  was  34.  The  reliability  coefficient 
for  the  test  was  -.87. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short  Words . -- 
This  skill  involves  identifying  syllables  in  words  consisting  of  three 
syllables  or  less,  presented  both  visually  and  orally.  The  skill  is 
introduced  at  reading  instructional  level  3 and  reviewed  at  reading 
instructional  levels  3,5,  and  6.  The  skill  was  measured  by  subtest 
13.1,  Finding  Syllables--Auditory;  1-  to  3 -Syllable  Words.  The 
subtest  included  six  one-syllable  words,  six  two-syllable  words,  and 
four  three- syllable  words.  The  total  possible  score  was  16.  The 
reliability  coefficient  for  the  sub test  was  .88. 

Identifying  Syllables  in  Orally  and  Visually  Presented  X.ong  Words.  — 
This  skill  involves  identifying  syllables  in  words  consisting  of  four 
or  more  syllables  presented  both  visually-and  orally.  In  the  instructional 
program,  the  skill  is  introduced  at  the  S’*"  level  and  reviewed  at  reading 
instructional  levels  3,5,  and  6.  The  subtest  used  to  assess  the  skill 
was  13.2,  Finding  Syllables- -Auditory:  4-  to  6-Syllable  Words.  Included 

in  the  subtest  were  six  four-syllable  words,  four  five-syllable  words, 
and  six  six-syllable  words.  The  total  possible  score  was  16.  The 
reliability  coefficient  for  the  subtest  was  .92. 

Identifying  Syllables  in  Visually  Presented  Short  Words.  — This 
skill  Involves  Identifying  syllables  in  words  consisting  of  three 
syllables  or  less  presented  visually,  but  not  orally.  The  skill  is 
introduced  at  reading  instructional  level  3’*'  and  reviewed  at  reading 
instructional  levels  3,5,  and  6.  The  subtest  was  12.1,  Finding 
Syllables — Visual:  1-  to  3-Syllable  Words.  The  test  consisted  of 

six  one-syllable  words,  six  two-syllable  words,  and  four  three- syllable 
words.  The  total  possible  score  was  16.  The  reliability  coefficient 
for  the  sub  test  was  .v38« 
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Identifying  Syllables  in  Visually  Presented  Long  Words.  — This 
skill  involves  Identifying  syllables  in  words  consisting  of  four  or 
more  syllables  presented  visually,  but  not  orally.  In  the  instructional 
program,  the  skill  is  introduced  at  the  S’*"  level  aiid  reviewed  at  reading 
instructional  levels  3^,  5,  and  6.  The  name  of  the  subtest  used  was 
12.2,  Finding  Syllables-‘**Vlsual;  4*-  to  6~Syllable  Words.  The  subtest 
contained  six  four -syllable  words,  four  five- syllable  words,  and  six 
six-syllable  words.  The  total  possible  score  was  16.  The  reliability 
coefficient  for  the  sub  test  was  .91. 


Structural  Analysis  Skills 

Test  materials  are  presented  in  Appendix  J* 

Identifying  Components  of  Compounds.  — This  skill  involves 
identifying  component  parts  of  compound  words.  The  actual  skill  of 
locating  root  words  in  compounds  is  Introduced  at  reading  Instructional 
level  1 and  reviewed  at  each  reading  Instructional  level  to  6.  The 
reviews  at  reading  instructional  levels  5 and  6 are  optional.  The  test 
used  to  examine  this  skill  was  3.1,  Finding  Roots  in  Compounds.  The 
test  consisted  of  24  compound  words;  four  compound  words  were  selected 
from  the  set  of  compound  words  Introduced  at  each  reading  instructional 
level  1 through  6.  The  total  possible  score  was  24.  The  reliability 
coefficient  for  the  test  was  *96. 

Identifying  Roots.  Endings,  and  Suffixes.  --  This  skill  involves 
identifying  root  words,  endings,  and  suffixes  in  complex  words  which 
do  not  involve  spelling  changes  in  the  roots.  The  subtest  was  4.1, 
Finding  Roots  in  Inflected  and  Derived  Forms:  No  Root  Change.  The 

six  endings  and  suffixes  sampled  were  -ed,  -ly,  -less,  -ion,  -ize,  and 
-ee.  These  elements  were  selected  from  the  sets  of  endings  and  suffixes 
introduced  respectively  at  reading  instructional  levels  primer  through  6 
one  element  per  reading  instructional  level.  The  root  words  were 
selected  from  the  reading  Instructional  level  Immediately  preceding 
the  level  at  which  the  ending  or  suffix  was  introduced.  In  the 
instructional  program,  the  root  words  and  affixes  are  reviewed  at 
reading  instructional  levels  subsequent  to  the  levels  at  which  they 
are  Introduced.  The  test  included  12  items;  two  items  represented 
each  of  the  six  endings  or  suffixes.  The  total  possible  score  was  12. 

The  reliability  coefficient  for  the  sub test  was  .75. 

Identifying  Roots  and  Prefixes . --  This  skill  Involves  identifying 
root  words  and  prefixes  In  derived  forms  which  do  not  involve  spelling 
changes  in  the  roots.  The  subtest  was  4.2,  Finding  Roots  in  Inflected 
and  Derived  Forms:  Prefixes.  Five  prefixes  were  used;  un-,  re-,  over-, 

sub-,  and  mis-.  That  is,  one  prefix  was  selected  from  each  set  of 
prefixes  introduced  at  the  respective  reading  Instructional  levels  2, 

3,  4,  5,  and  6.  The  toot  words  were  selected  from  words  introduced 
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at  readitig  Instructional  levels  preceding  the  reading  instructional 
level  where  a particular  prefix  was  introduced*  Two  items  were  used 
for  each  prefix.  Consequently,  the  test  consisted  of  10  items  and  the 
total  possible  score  was  10.  The  reliability  coefficient  for  the  subtest 

was  .95. 

Identifying  Roots  and  Multiple  Affixes.  — This  skill  involves 
Identifying  roots,  prefixes,  suffixes,  and  endings  in  words  with  multiple 
affixes,  with  some  words  involving  spelling  changes.  The  subtest  was 
4.4,  Flying  Roots  in  Inflected  and  Derived  Forms:  More  Than  One  Affix. 

The  skill  of  dealing  with  derivatives  which  have  more  than  one  affix  * 
is  Introduced  at  reading  Instructional  level  2 and  reviewed  at  subsequent 
reading  instructional  levels  through  6.  The  subtest  consisted  of  four 
sets  of  affixes.  Each  set  was  represented  by  ty/o  test  items.  Thus, 

the  total  possible  score  was  8.  The  reliability  coefficient  for  the 
sub  test  V7as  .84. 


Trans Ir ting  Contractions.  — This  skill  involves  translating 
contractions  into  component  words.  Generally,  the  several  categories 
of  contractions  are  introduced  at  reading  instructional  levels  1»  2— , and 
2-.  Subsequently^  the  skill,  translating  contractions,  is  reviewed  at 

reading  instructional  levels  3,  4,  I,  and  6;  The  reviews  at  reading 
instructional  levels  4 and  5 are  optional.  The  test  x?as  2.1,  Meaning 
of  Contractions.  The  12  test  items  sampled  four  categories  of  contractions 
one  letter  omitted,  two  letters  omitted,  more  than  two  letters  omitted, 
and  internal  spelling  or  prontmciation  change.  The  total  possible 
score  was  12.  The  reliability  coefficient  for  the  test  was  .94. 

Locating  Roots  by  Using  Root-cjianee  Rules.  --  This  skill  involves 
using  rules  for  root  changes  to  locate  root  words  in  inflected  and 
derived  forms  lu  “which  spelling  changes  occur.  The  subtest  was  4.3, 
Finding  Roots  in  Inflected  and  Derived  Forms:  Root  Changes.,  Seven 

rules  were  examined:.  These  rules  are  Introduced  at  levels  2,2,  and  3 
in  the  instructional  program.  They  are  reviewed  at  the  instructional 
levels  subsequent  to  the  levels  at  which  they  are  introduced.  The 
reviews  at  reading  instructional  levels  4 and  5 are  optional.  The 
subtest  consisted  of  14  items,  2 items  per  rule;  thus,  the  total 
possible  score  was  14.  The  reliability  coefficient  for  the  sub test  was 
.95.  No  foils  were  used  for  a particular  reason.  The  subtest  was 
combined  with  subtests  involving  locating  prefixes,  endings,  and 
X suffixes,  all  presented  in  the  format  of  identifying  the  roots  and 
affixes  in  complex  words.  Consequently,  the  various  parts  of  the  test 
served  as  foils  for  each  other. 

Changing  Roots  by  Using  Root«»change  Rules.  — This  skill  involves 
applying  rules  for  changes  in  root  words  when  adding  endings  and  suffixes 
to  make  inflected  and  derived  forms.  The  nules  ere  introduced  in  the 
reading  instructional  program  at  the  2^,  2',  and  3^  levels,  and  are 
reviewed  at  the  Instrxictlonal  levels  subsequent  to  the  levels  at  which 
they  are  introduced.  The  reviews  at  reading  instructions!  levels  4 and 
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5 are  optional.  The  stabtest  vas  1.1,  Adding  Endings  or  Suffixes:  Root 

Changes.  Seven  rules  were  examined.  These  were  the  same  rules  examined 
on  the  above-described  subtest  4.3,  Finding  Roots  in  Inflected  and 
Derived  Forms;  Root  Changes.  Two  test  items  were  used  to  assess  each 
rule.  Consequently,  the  total  possible  score  was  14.  The  reliability 
coefficient  was  .94.  The  test  also  included  14  foils.  These 
foils  were  items  which  involved  the  same  suffixes  or  endings  aa 
the  criterion  items,  but  they  did  not  involve  root  changes.  The  test 
score  does  not  include  subjects*  responses  to  the  foils. 


Dictionary  Skills 

Appendix  R contains  the  materials  for  the  tests. 

Identifying;  Alphabetical  Sequences  Based  on  First  Letter.  --  This 
skill  involves  identifying  alphabetical  sequences  of  words  ordered  by 
first  letter.  In  the  instructional  program,  t^e  alphabetizing  skill 
is  introduced  at  reading  instructional  level  2—.  The  skill 

reviewed  at  each  subsequent  reading  Instructional  level  through  6 with 
the  reviews  at  reading  Instructional  levels  5 and  6 being  optional. 

The  skill  was  measured  by  subtest  5.1,  Alphabetizing  Words;  By  First 
Letter.  The  subtest ‘consisted  of  tv/o  series  of  words  to  be  ordered;  each 
series  included  six  words.  The  total  possible  score  was  12.  The 
reliability  coefficient  for  the  bubtesfe  was  .64. 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter.  — This 
skill  Involves  identifying  alphabetical  sequences  of  words  ordered  by 
third  letter;  that  is,  the  first  two  letters  of  the  words  are  the  same 
and  the  ^ords  are  ordered  by  the  third  letter.  The  skill  is  introduced 
at  the  7T  level  in  the  reading  instructional  program  and  reviewed  at 
each  subsequent  reading  instructional  level  through  6.  The  reviews 
at  reading  instructional  levels  5 and  6 are  optional.  Subtest  5.2, 
Alphabetizing  Words:  By  Third  Letter  was  used  to  assess  the 

skill.  The  subtest  contained  two  lists  of  words.  Each  li'et 
Included  six  words.  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  sub  test  was  .71. 

Identifying  Alphabetical  Sequences  Based  on  First , Second,  or 
Third  Letter.  --  This  skill  Involves  identifying  alphabetical  sequences 
of  words  ordered  by  first  letter,  second  letter  (with  the  first  letter 
being  the  same),  or  by  third  letter  (with  the  first  two  letters  being 
the  samel.  The  skill  is  introduced  in  the  reading  instructional  program 
at  the  2r  level  and  reviewed  at  each  subsequent  level;  the  reviews  at 
reading  instructional  levels  5 and  6 are  optional.  The  subtest  used 
to  assess  this  skill  was  5.3,  Alphabetizing  Words:  By  First,  Second, 

or  Third  Letter ^ There  were  two  lists  of  words  in  the  subtest.  Each 
list  included  six  words.  The  total  possible  score  was  12.  The  . 
reliability  coefficient  for  the  subtest  was  .76. 
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Using  Dictionary  Guide  Words.  — This  skill  involves  knowing  the 
function  of  and  using  dictionary  guide  words.  In  the  instructional 
program,  this  skill  is  introduced  at  reading  instructional  level  3 
and  reviewed  at  reading  instructional  levels  3 , 4,  5,  and  6.  The 
skill  was  assessed  by  test  #6,  Dictionary  Guide  Words.  The  teat 
consisted  of  3c>  items.  In  12  items,  use  was  cased*  on  the  second 
and  third  letters  of  the  guide  words;  in  another  12  items,  on  the  third 
and  fourth  letters  of  the  'guide  words «\/  The  total  possible  score  was  30* 
The  reliability  coefficient  was  .73*  -SH  ‘iVe.ms  -Qoils. 

Finding  Definitions  of  Single  Entry  Words.  *•“  This  skill  involves 
using  a glossary  for  locating  definitions  of  words  which  have  single 
entries  and  multiple  meanings  lifted.  In  the  instructional  program, 
the  skill  is  introduced  at  the  3 level  and  reviewed  at  reading 
instructional  levels  3,5,  and  6.  The  subtest  was  7.1,  Finding 
Definitions:  Single  Entry  Words.  The  subtest  consisted  of  six  words 

for  which  both  the  entry  number  and  meaning  number  had  to  be  designated. 
The  total  possible  score  was  12.  The  reliability  coefficient  for  the 
sub test  was  ,S9. 

Finding  Definitions  of  Multiple  Entry  Words.  — This  skill  involves 
using  a glossary  for  locating  definitions  of  words  which  have  multiple 
entries  and  multiple  meanings. listed.  The  skill  is  introduced  at 
reading  instructional  level  3 and  reviewed  at  reading  instructional 
levels  3^,  5,  and  6.  The  subtest  was  7.2,  Finding  Definitions;  Multiple 
Entry  Words.  There  were  eight  words  in  the  test;  the  entry  number  and 
the  meanitig  number  of  each  word  had  to  be  designated.  The  total  possible 
score  was  16.  The  reliability  coefficient  for  the  subtest  was  .82. 

Selecting  Definitions  of  Single  Entry  Words.  — This  skill  involves 
selecting  glossary  definitions  which  are  appropriate  substitutes 
for  words  in  the  context  of  sentences;  the  words  have  single  entries 
and  multiple  meanings.  The  skill  is  introduced  at  reading  instructional 
level  3^  and  reviewed  at  reading  instructional  levels  5 and  6. 

The  subtest  was  8.1,  Selecting  Definitions;  Single  Entry  Words.  The 
subtest  consisted  of  eight  items  for  which  the  entry  nimibsr  and  the 
meaning  number  had  to  be  designated.  The  total  possible  score  was  16. 
The  reliability  coefficient  for  the  sub test  was  .89. 

Selecting  Definitions  of  Multiple  Entry  Words.  — This  skill 
involves  selecting  glossary  definitions  which  are  appropriate 
substitutaa  for  words  in  the  context  of  sentences;  the  words  have 
multiple  entries  and  multiple  meanings.  In  the  instructional  program, 
the  skill  is  introduced  at  reading  instructional  level  3 and  reviewed 
at  reading  instructional  levels  5 and  6.  The  subtest  for  the  skill 
was  8.2,  Selecting  Definitions;  Multiple  Entry  Words.  The  subtest 
consisted  of  six  items  for  which  the  entry  number  and  the  meaning  number 
had  to  be  designated.  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  sub test  was  *76. 
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Interpreting  Single  Pronunciation  Symbols.  — This  skill  involves 
interpreting  pronunciation  symbols  for  vowel  sounds  in  words  in  which 
one  symbol  is  used.  This  skill  is  introduced  at  the  3^  instructional 
level  and  reviewed  at  each  subsequent  reading  instructional  level  to 
6.  The  subtest  was  9.1,  Pronunciation  Symbols:  Single  Symbols.  The 

subtest  consisted  of  16  items:  the  five  vowels,  the  symbols  for  the 

short  sounds,  the  long  sounds,  the  r-controlled  sounds  (except  ur  and 
ir  which  are  the  same  as  er);  and  the  symbols  for  the  a,  ii,  and  schwa 
sounds.  The  total  possible  score  was  16.  The  reliability  coefficient 
for  the  subtest  was  .82. 

Interpreting  Multiple  Pronunciation  Symbols.  — This  skill  involves 
interpreting  pronunciation  symbols  for  vowel  sounds  in  words  in  which 
three  or  four  symbols  are  used.  In  the  instructional  program,  this 
skill  is  introduced  at  the  3^  level  and  reviewed  at  each  subsequent 
reading  instructional  level  to  6.  The  subtest  was  9.2,  Pronunciation 
Symbols:  Multiple  Symbols.  The  subtest  consisted  of  eight  words. 

The  symbols  were  combinations  of  symbols  for  the  short,  long,  and 
r-controlled  vowel  sounds  along  with  the  "aT and  schwa  sounds.  The  total 
possible  score  was  8.  The  reliability  coefficient  for  the  subtest  was 
.73. 


Word  Functions  Skills 

The  test  materials  for  the  word  functions  skills  are  in  Appendix  L, 

Eecognizing  Functions  of  Nouns.  — This  skill  involves  recognizing 
the  functions  of  words  and  phrases  which  serve  as  nominals  in  sentences. 
The  skill  is  introduced  at  the  preprimer  level  of  the  reading  instruc- 
tional program  and  reviewed  at  each  subsequent  instructional  level  to 
6.  The  skill  was  examined  in  sub test  14.1,  Word  Group  Identification: 
Nouns.  The  subtest  consisted  of  12  items.  That  is,  nouns  were 
embedded  in  two  sentences  selected  from  each  reading  instructional 
level  from  1 to  6.  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  sub test  was  .75. 

Recognizing  Functions  of  Verbs.  — This  skill  involves  recognizing 
the  functions  of  words  and  phrases  which  serve  as  verbs  in  sentences. 
The  skill  is  introduced  at  the  preprimer  level;  it  is  reviewed  at  each 
subsequent  reading  instructional  level  to  6.  The  subtest  was  14.2, 

Word  Group  Identification:  Verbs.  Twelve  items  composed  the  subtest. 

Two  sentences  were  selected  from  each  reading  instructional  level  from 
1 throu^  6.  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  subtest  was  .81. 

Recognizing  Functions  of  Adjectives.  — This  skill  involves 
recognizing  functions  of  words  and  phrases  which  serve  as  adjectives 
in  sentences.  The  skill's  Instructional  span  is  preprimer  through  6. 
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The  name  of  the  subtest  was  14. 3,  Word  Group  Identlficatiori! 

Adjectives*  Two  sentences  were  taken  from  the  respective  reading 
Instructional  levels  1 through  6;  the  test,  therefore,  Included  12 
Items  and  had  a total  possible  score  of  12*  The  reliability  coefficient 
for  the  Bubtest  was  .76* 

Recognlging  Functions  of  Adverbs*  — This  skill  Involves  recognizing 
the  ftmctlons  of  words  and  phrases  which  serve  as  adverbs  In  sentences. 
The  skill  is  Introduced  at  the  preprimer  reading  Instructional  level 
and  reviewed  at  each  subsequent  reading  instructional  level  to  6.  The 
subtest  used  to  measure  this  skill  was  14*4,  Word  Group  Identification: 
Adverbs.  The  subtest  consisted  of  12  Items,  two  sentences  from  each 
of  the  six  reading  instructional  levels.  The  total  possible  score  was 
12*  The  reliability  coefficient  for  the  subtest  was  *76. 

Specifying  Functions  of  Nouns.  --  This  skill  involves  specifying 
that  nouns  are  the  f^  m class  which  will  function  in  given  sentence 
contexts.  The  skill  is  introduced  at  the  preprimer  level  and  reviewed 
at  each  subsequent  reading  instructional  level  to  6.  The  subtest  was 
15.1,  Word  Group  Anticipation:  Nouns.  The  subtest  included  12  Items; 

two  sentences  were  selected  from  each  reading  instructional  level  from 
1 through  6.  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  sub  test  was  .dO* 

Specifying  Functions  of  Verbs.  — TChis  skill  Involves  specifying 
that  verbs  arc  the  form  class  which  will  function  in  given  sentence 
contexts.  The  skill’s  instructional  span  Is  preprimer  through  6. 

The  skill  was  examined  by  subtest  15.2,  Word  Group  Anticipation:  Verbs. 

Twelve  items  were  in  the  subtest;  that  is,  two  Items  were  selected  from 
each  reading  Instructional  level.  The  total  possible  score  was  12.  The 
reliability  coefficient  for  the  sub  test  was  .75. 

Specifying  Functions  of  Adlectives.  --  This  skill  encompasses 
facility  in  specifying  that  adjectives  are  the  form  class  which  will 
function  in  given  sentence  contexts.  The  skill  is  Introduced  at  the 
preprimer  level  and  then  reviewed  at  each  subsequent  instructional 
level  to  6.  The  subtest  was  15.3,  Word  Group  Anticipation:  Adjectives. 

It  included  12  items;  two  sentences  were  taken  from  each  of  the  six 
reading  Instructional  levels.  The  total  possible  score  was  12.  The 
reliability  coefficient  for  the  subtest  was  .60. 

Specifying  Functions  of  Adverbs.  --  This  skill  Involves  specifying 
that  adverbs  are  the  form  class  which  will  function  in  given  sentence 
contexts.  The  Instructional  span  is  reading  instructional  levels 
preprimer  through  6.  The  subtest  was  15.4^  Word  Group  Anticipation: 
Adverbs vr  Tv?o  sentences  were  selected  from  each  reading  instructional 
level  1 through  6;  the  subtest  contained  12  items  and  had  a total 
possible  score  of  12.  The  reliability  coefficient  for  the  subtest 
was  «50« 
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(Upmprehenslon  Skills 

Appendix  M contelns  the  tests  for  the  comprehension  skills* 

Identifying  Cause*- effect  Relationships  Directly  Stated  In 
Sentences.  --  This  skill  Involves  Identifying  directly- stated  ideas 
presented  through  sentences;  the  ideas  are  cause-effect  relationships* 

The  instructional  span  is  preprimer  through  6.  The  subtest  was  16*1, 
Sentence  Meaning;  Direct  Statement*  Twelve  Items  were  in  the  subtest; 
two  sentences  were  selected  from  each  reading  Instructional  level 
between  1 and  6*  The  total  possible  score  was  12*  The  reliability 
coefficient  for  the  aubtest  was  *67* 

identifying  Main  Ideas  Directly  Stated  in  Paragraphs*  — This  skill 
involves  identifying  main  Ideas  which  are  directly  stated  In  paragraphs. 

The  skill  Is  Introduced  at  the  preprlmfer  level  of  the  Instructional  program 
and  taught  at  each  level  through  6.  The  eubtest  was  17*3,  Paragraph 
Meaning:  Main  Idea— Paragraph.  The  subtest  Included  12  items;  two 

from  material  selected  to  represent  each  reading  instructional  level 
1 through  6*  The  total  possible  score  was  12.  The  reliability 
coefficient  for  the  subtest  was  .79. 

Identifying  Main  Ideas  Directly  Stated  in  Stories.  — This  skill 
Involves  identifying  main  ideas  which  are  directly  stated  in  stories* 

The  skill  is  introduced  at  the  preprltner  level  and  reviewed  at  each 
subsequent  reading  instructional  level  to  6*  The  subtest  was  17.1, 
Paragraph  Meaning;  Main  Idea— Story,  Two  stories  were  selected  to 
reflect  the  difficulty  level  at  each  reading  instructional  level  from 
1 to  6;  consequently,  the  test  consisted  of  12  items  and  had  a total 
possible  score  of  12.  The  reliability  coefficient  for  the  subtest  was 
.59* 


Identifying  Cause-effAgfc  Relationships  Implied  in  Sentences.  — 

This  skill  Involves  identifying  implicitly- stated  ideas  presented 
through  sentences;  the  ideas  are  cause-effect  relationships.  In  the 
instructional  program,  the  skill  is  introduced  at  the  preprlmer  level  and 
reviewed  at  each  subsequent  reading  Instructional  level.  The  subtest 
was  16.2,  Sentence  Meaning:  Implied  Meaning.  The  subtest  included  12 

items;  two  sentences  from  each  of  the  six  instructional  levels.  The 
total  possible  score  was  12.  The  reliability  coefficient  for  the  subtest 
was  *78* 

Identi*./ing  Main  Ideas  Implied  in  Paragraphs.  — This  skill  involves 
identifying  main  ideas  which  are  Implicit  in  paragraphs.  The  skill's 
Instructional  span  is  the  preprimer  through  6 reading  instructional  levels* 
The  subtest  was  17.4,  Paragraph  Meaning:  Implied  Idea— Paragraph. 

There  were  12  items  to  sample  the  skill:  two  items  reflected  each  of 

the  six  reading  Instructional  levels.  The  total  possible  score  was 
12*  The  reliability  coefficient  for  the  subtest  was  .70* 
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Identifying  Main  Ideas  Implied  In  gtotcles-.  — This  skill  is 
Identifying  main  ideas  which  are  implicitly  stated  in  stories.  The 
instructional  span,  for  the  skill  is  prepritBsr  through  6.  The  aubtest 
was  17.2*  Paragraph  Meaning:  Implied  Idea- ■•Story.  The  sub test 

contained  12  items;  two  stories  were  usc^  for  each  reading  instructional 
level  from  1 through  $.  The  total  possible  score  was  12.  The 
reliability  coefficient  for  the  subtest  was  .68. 

Identifying  Details  in  Stories.  --  This  skill  encompasses 
identifying  specific,  discrete,  and  smaller  components  of  messages 
presented  throughout  stories.  The  instructional  span  for  the  skill  is  • 

preprimer  through  6.  The  subtest  was  17.5*  Paragraph  Meanings  Details. 

' Twenty- four  items  were  involved.  Two  items  were  used  with  each  story; 
two  stories  were  selected  to  represent  each  reading  instructional  level 
1 through  6.  The  total  possible  score  was  24.  The  reliability 
coefficient  for  the  subtest  was  .78. 

Interpreting  Similes.  — This  skill  involves  interpreting  similes 
used  in  the  context  of  sentences.  The  skill  is  introduced  at  reading 
instructional  level  2^  and  reviewed  through  6.  This  skill  was  assessed 
in  subtest  19.1,  Figurative  Language:  Similes.  Eight  similes  were 

selected  for  testing.  The  total  possible  score  was  8.  The  reliability 
coefficient  for  the  subtest  was  .44. 

Interpreting  Idioms.  — This  skill  involves  interpreting  idioms 
used  in  the  context  of  sentences,  Thej^instructional  span  for  the 
skill  is  reading  instructional  levels  2 through  6,  Subtest  19.2, 
Figurative  Language:  Idioms  was  used  to  measure  the  skill.  The 
subtest  included  eight  idioms  and  had  a total  possible  score  of  8, 

The  reliability  coefficient  for  the  subtest  was  .76. 

Interpreting  Hyperboles.  — This  skill  involves  interpreting 
hyperboles  used  in  the  context  of  sentences.  This  skill  is  introduced 
at  reading  instructional  level  2 and  reviewed  through  6.  Facility  in 
interpreting  hyperboles  was  assessed  in  subteat  19,3,  Figurative 
Language:  Exaggeration.  Eight  instances  of  exaggeration  were  used 

in  the  test.  The  total  possible  score  was  8,  The  reliability 
coefficient  for  the  subtest  was  .71. 

Interpreting  Personification.  — This  skill  involves  interpreting 
personification  used  in  sentence  contents.  The  skill’s  instructional 
span  is  reading  Instructional  levels  2 through  6,  The  skill  was 
measured  by  subtest  19.4,  Figurative  Language:  Personification.  The 

test  included  eight  examples  of  personification  and  the  total  possible 
score  was  8.  The  reliability  coefficient  for  the  subtest  was  .SO. 

Interpreting  Metaphors.  --  This  skill  involves  interpreting 
metaphors  used  in  the  context  of  sentences.  In  the  reading  instructional 
program,  the  skill  is  introduced  at  level  2^  and  reviewed  through  6,  The 
skill  was  measured  in  subtest  19.5,  Figurative  Language:  Metaphors. 

Eight  metaphors  were  presented  in  this  subtest.  The  total  possible 
score  was  8.  The  reliability  coefficient  for  the  aubtest  was  .69. 
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Predicting  Outcomes  and  Actions.  --  This  skill  involves  the  ability 
to  draw  inferences  which  are  based  on  one  or  more  information  items  in 
a story,  prerequisite  knowledge  of  information,  and  certain  assumptions. 
The  answer  per  se  is  not  directly  stated  in  the  story.'  The  skill  is 
introduced  at  the  primer  level  and  reviewed  at  each  subsequent  reading  . 
Instructional  level  to  6.  This  skill  xms  assessed  in  subtest  20.1, 
Drawing  Conclusions:  Predicting  Outcomes  and  Actions.  The  subtest 

Included  14  items:  2 at  each  reading  instructional  level  from  1-7. 

The  total  possible  score  was  14.  The  reliability  coefficient  for  the 
subteet  was  .49* 

2 

Discriminating  Between  Fact  and  Fiction.  — This  skill  involves 
the  ability  to  draw  inferences  based  on  one  or  more  information  items 
in  a story  and  prerequisite  knowledge  in  judging  the  reasonableness, 
probability,  and/or  feasibility  of  alternate  answers.  The  answer 
per  se  is  not  directly  stated  in  the  story.  The  skill  is  introduced 
at  reading  instructional  level  1 and  reviewed  at  each  subsequent 
reading  instructional  level  to  6.  This  skill  was  assessed  in  subtest 
20.2,  Drawing  Conclusions:  Inferred  Story  Fact  Versus  Non- story  Fact. 

The  subtest  Included  14  items;  two  at  each  reading  Instructional  level 
from  1-7.  The  total  possible  score  was  14.  The  reliability  coefficient 
for  the  sub test  was  *67 • 

Discriminating  Between  Fact  and  Opinion.  --  This  skill  involves 
the  ability  to  designate  a fact  within  a story  setting*  The 
answer  requires  an  ability  to  draw  inferences  which  are  made  on  the 
basis  of  information  that  is  given  in  the  story,  prerequisite  knowledge, 
or  a combination  of  both  story  information  and  prerequisite  knowledges 
The  skill  is  introduced  at  reading  Instructional  level  2 and  reviewed 
at  each  subsequent  reading  Instructional  level  to  6.  The  skill  was 
assessed  in  subtest  20.3,  Drawing  Conclusions;  Inferred  Story  Fact 
Versus  Opinion.  The  subtest  included  14  items;  two  at  each  reading 
instructional  level  from  1-7.  The  total  possible  score  was  14.  The 
reliability  coefficient  for  the  subtest  was  •54* 


Description  of  the  Intellectual 
Processes  Tests 


Four  tests  were  used  to  assess  the  Intellectiial  processes.  These 
tests  are  described  below.  The  descriptions  Include  definition  of  the 


12  3 

’ ’ The  three  critical  reading  skills  described  above  were 
selected  by  Myers  (1967)  as  part  of  her  work  for  a doctoral  dissertation. 
She  used  the  subjects  in  the  present  project,  developed  similar  test 
materials,  and  used  similar  procedures  for  collecting  and.  analyzing 
data.  Her  work  will  be  cited  subsequently  in  the  present  report.  Miss 
Myers'  dissertation  should  be  consulted  for  copies  of  the  test  materials 
and  a fuller  consideration  of  the  topic,  critical  reading. 
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intellectual  process,  name  of  the  test  used  to  measure  the  process, 
the  source^  of  the  test,  the  modification  of  the  test  made  for  purposes 
of  the  present  study,  the  total  possible  score,  and  the  reliability 
coefficient  for  the  score.  Appendix  N contains  specimens  of  the  tests- - 
the  directions  and  procedures  for  the  teachers,  the  directions  for  the 
subjects,  and  the  set  of  test  items  to  which  the  subjects  responded. 

Associative  Memory.  --  This  intellectual  process  involves  the 
ability  to  form  and  remember  arbitrary  associations  between  sets  of 
discrete  stimuli  and  responses.  The  process  was  assessed  by  IP. 2, 

Word  Number.  The  test  was  an  adaptation  of  Thurstone*s  (1938)  Word 
Nxmiber  Test.  The  following  modifications  were  made.  The  number  of 
word-number  pairs  was  reduced  from  20  to  10.  All  items  were  read  to 
the  subjects.  The  set  of  items  was  administered  to  the  subjects  twice. 

The  test  format  and  administration  procedures  were  changed  to  conform 
with  those  used  in  the  other  tests.  The  total  possible  score  was  20. 

The  reliability  coefficient  for  the  test  was  #64« 

Conceptualization.  — This  Intellectual  process  involves  the 
ability  to  identify  concepts,  i.e. , to  group  words  on  the  basis  of 
common  attributes.  The  process  was  assessed  by  IP.l,  Word  Grouping. 

The  test  was  a modification  of  the  PMA  Word  Grouping  Test  (Thurstone 
and  Thurstone,  1962).  The  alterations  involved  modifying  the  format 
and  administration  procedures  of  the  PMA  Word  Grouping  Test  to  be 
consonant  with  the  format  and  procedures  used  with  the  other  tests 
employed  in  the  present  project.  The  test  consisted  of  25  concepts. 

Each  concept  was  represented  by  three  words  which  were  positive  instances 
and  one  word  which  was  a negative  Instance  and  which  had  to  be  designated. 
All  test  materials  were  read  to  the  subjects.  The  total  possible  score 
was  25.  The  reliability  coefficient  for  the  test  was  *72. 

Grasping  Verbal  Meaning.  — This  intellectual  process  Involves 
ability  to  tmder stand  ideas  when  they  are  expressed  in  words,  that  is, 
verbal  vocabulary.  The  process  was  assessed  by  IP. 3,  Word  Meaning, 
ithe  test  wa6  a modification  of  the  PMA  Word  Teat  (Thurstone  and 
Thurstone,  1962).  The  modification  Involved  altering  the  format  and 
administrative  procedures  of  the  PMA  Word  Test  to  be  similar  to  the 
format  and  procedures  used  with  the  other  tests  employed  in  the  project. 
Essentially,  the  test  involved  identifying  synonyms  for  30  words.  All 
test  materials  were  read  to  the  subjects.  The  total  possible  score  was 
30.  The  reliability  coefficient  for  the  test  was  *70» 


^ven  though  original  sources  are  cited,  the  general  source  used 
was  French,  Ekstrom,  and  Price  (1963),  Manual  for  ki^t  of  reference  tests 
for  cognitive  factors^  . 
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Reasoning,  — The  intellectual  process  ^ reasoning,  was  defined 
herein  as  the  associated  abilities  involved  in  using  Induction  to  find 
general  rules  which  will  fit  sets  of  data,  that  is,  the  forming  and 
trying-out  of  hypotheses  about  relationships  among  items  in  a set*  The 
process  was  examined  by  IP. 4,  Number  Series.  The  test  is  an  adaptation 
from  the  Inductive  Reasoning  Test  from  the  United  States  Army  Alpha 
Test  (Psychology  Committee  of  the  National  Research  Council,  1917). 

The  modifications  Included  the  following.  The  number  of  items  was 
Increased  from  20  to  25.  The  digits  used  in  each  series  were  changed 
but  the  principle  Involved  remained  the  same  in  most  instances.  The 
subjects  were  given  two  exposures  to  the  sets  of  items.  The  format 
and  procedures  for  administration  were  changed  to  conform  with  the 
formats  and  procedures  of  other  tests  used  in  the  present  projecto 
The  total  possible  score  was  50.  The  reliability  coefficient  for 
the  test  was  .95. 


Data  Collection  Procedures 


Major  steps  involved  in  data  collection  included  the  activities 
listed  below. 

Subject  Selection.  — The  44  participating  classes  were  selected 
during  conferences  with  school  administrators  and  teachers  of  the 
respective  classes.  Project  personnel  administered  the  Gciorgla  Informal 
Reading  Inventory,  Form  SF,  and  the  1960  Revision  of  the  Stanford-Binet 
Test  of  Intelligence,  Form  LM.  Conferences  were  held  with  teachers 
about  the  reading  instructional  levels  appropriate  for  their  pupils. 
Subjects  who  did  not  meet  the  subject  selection  criteria  were  designated. 
Subjects  eligible  for  the  processes- sequences  group  and  the  retarded, 
normal,  and  superior  groups  were  identified. 

Test  Scheduling.  — There  were  three  testing  periods  during  the 
year;  each  testing  period  consisted  of  more  than  one  testing  session 
with  the  pupils.  The  teachers  administered  tests  #1  through  #17  twice 
during  the  year,  in  the  first  week  of  October  and  again  during  the  first 
week  of  May.  These  testing  periods  each  involved  five  testing  sessions* 
The  teachers  administered  the  intellectual  processes  tests  and  reading 
tests  #19  and  #20  once  during  the  year,  in  late  March  and  early  April; 
this  testing  period  Involved  three  testing  sessions.  Generally,  each 
testing  period  lasted  approximately  one  to  two  weeks.  Since  the  tests 
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differed  in  length,  varying  numbers  of  tests  could  be  given  in  any  one 
testing  session.  However,  with  one  exception,  the  tests  in  any  one 
session  were  arranged  so  that  the  total  testing  time  would  not  exceed 
approximately  30  to  45  minutes.  The  exception  was  that  approximately 
one  hour  was  required  for  the  session  containing  test  #19,  Figurative 
Language  and  test  #20,  Critical  Reading. 

In  September  and  October,  project  personnel  administered  test  #18, 
Sight  Vocabulary,  individually  to  pupils.  Project  personnel  administered 
make-up  tests  for  absentees  in  the  retarded,  normal,  and  superior  groups 
as  soon  as  practicable  after  the  subjects  returned  to  school.  These 
make-up  tests  were  the  tests  they  missed,  jL.e. , the  tests  given  to  the 
other  pupils  in  their  classes.  No  make-up  tests  were  given  to  subjects 
in  the  processes -sequences  groups. 

Test  Adminis trat ion  and  Briefing  of  Teachers . — The  teachers 
administered  the  tests  to  all  pupils  in  their  classes.  Meetings  for 
briefing  teachers  about  test  administration  were  held  with  the  project 
teachers  prior  to  the  testing  period  in  the  fall  and  the  two  testing 
periods  in  the  spring  in  order  to  provide  them  with  materials  and 
Information  regarding  testing  schedules  and  testing  procedures.  The 
materials  labeled  General  Test  Administration  Procedures  (Appendix  0) 
was  used  in  this  briefing  process.  The  General  Test  Admitiis trat ion 
Procedures  includes  general  directions  and  schedules  for  each  testing 
period.  At  the  briefing  meetings,  the  teachers  were  given  a copy  of  the 
appropriate  part  of  the  General  Test  Administration  Procedures,  the 


The  reason  for  the  differential  procedures  for  make-up  tests  was 
this.  In  the  retarded,  normal,  and  superior  groups,  there  were 
relatively  few  subjects  in  the  cells  formed  by  IQ  groups  intersecting 
with  reading  instructional  levels.  The  statistical  analyses  used  with 
these  subjects’  data  involved  double  classification  analysis  of  variance. 
These  analyses  required  equal  or  proportional  cell  frequencies.  There- 
fore, steps  had  to  be  taken  to  prevent  missing  data.  On  the  other  hand, 
with  the  processes-sequences  sample,  the  analyses  involved  correlational 
procedures  with  data  from  a large  ntimber  of  subjects.  In  view  of  the 
small  number  of  absentees  on  any  one  day  and  the  variety  of  reasons  for 
pupils'  absences,  the  project  directors  considered  it  justifiable  to 
eliminate  a subject's  scores  for  a variable  in  a set  of  variables  being 
correlated  if  he  had  missing  data  for  other  variables  in  the  set. 
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audio  tape  containing  the  directions  for  the  tests  to  be  given  in  the 
test  period,  and  the  specimen  tests  — the  directions  and  procedures 
for  the  teachers,  the  directions  for  the  subjects,  and  the  sets  of  test 
items  to  which  the  subjects  responded.  These  items  conposed  a teacher's 
set  of  materials  for  each  testing  period. 

Materials . — Test  materials  for  the  pupils  were  prepared,  packaged, 
and  delivered  to  the  schools  just  prior  to  the  testing  period  in  the 
fall  and  the  two  testing  periods  in  the  spring.  Also,  extra  tapes 
containing  test  directions  (and,  for  several  tests,  test  items)  were 
deposited  with  the  principal  of  the  school  in  anticipation  that  some 
tapes  might  be  broken.  All  testing  materials  were  collected  from  the 
respective  schools  immediately  following  the  testing  period. 

Data  Processing.  — As  stated  previously,  the  teachers  administered 
the  tests  to  all  of  the  pupils  in  their  classes.  After  the  tests  were 
collected,  tests  taken  by  pupils  identified  as  not  having  met  the 
subject  selection  criteria  were  located  and  these  tests  were  eliminated. 
Project  personnel  did  the  test  scoring  and  checking,  coding  and  checking, 
listing  and  checking,  and  other  work  required  for  preparing  the  data 
for  the  electronic  computers. 


Analyses 


Information  about  the  analyses  is  presented  below.  This  information 
pertains  to  data,  techniques  for  processing  data  relevant  to  the 
research  questions,  criterion  for  rejecting  the  null  hypothesis,  and 
mechanics  of  presentation. 

Data.  ' Verbal  materials  were  used  in  the  rational  analyses 
employed  in  identifying  sequences  among  skills.  For  all  other  analyses, 
data  were  scores  on  the  tests.  These  data  were  considered  to  be 
Interval  scores.  Scores  for  a skill  were  obtained  from  subjects  at 
and  above  the  reading  instructional  level  at  which  a skill  was  introduced 
in  the  reading  instructional  program.  The  scores  and  the  reading 
instructional  levels  involved  were  these.  Restricted  to  reading 
instructional  levels  4 and  5 were  scores  from  test  #8,  Selecting 
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Definitions.  Restricted  to  reading  Instructional  levels  3,  4,  and  5 
were  scores  from  these  tests:  test  #5,  Alphabetizing  Words;  test  #6, 

Dictionary  Guide  Words;  test  #7,  Finding  Definitions;  test  #9, 
Pronunciation  Symbols;  test  #12,  Finding  Syllables— Visual;  test  #13, 
Finding  Syllables— Auditory.  Analyses  for  all  remaining  tests  Included 
scores  for  reading  Instructional  levels  2,  3,  4,  and  5. 

Sequences  Among  Basal  Reading  Skills.  — Subjects  were  the  639 
subjects  In  the  processes-sequences  group.  The  data  were  the  following: 
task  analyses  and  content  descriptions  Indicating  the  nature  of  the 
basal  reading  skills  tested;  scores  on  the  spring  administration  of 
tests  #1-#17,  and  scores  on  test  #19.  Rational  analyses  were  used  to 
establish  the  expected  sequences;  Kaiser's  procedures  for  scaling  a 
simplex  were  used  to  determine  the  goodness  of  fit  of  the  simplex  model 
to  data  describing  the  skills  organized  according  to  expected  sequences. 
These  procedures  were  selected  after  consideration  of  the  interpretations 
techniques,  and  problems  related  to  scaling  psychological  variables. 
References  here  were  Coombs  (1964);  Guttman  (1954,  1957,  1965,  1966); 
Kaiser  (1962);  Lingoes  (1965a,  1965b,  1965c,  1965d,  1966);  and 
Torgenson  (1958).  • 

Intellectual  Processes  Related  to  Acquisition  of  Basal  Reading 
Skills.  — Subjects  were  639  pupils  in  the  processes-sequences  group. 

Data  were  scores  on  the  Intellectual  processes  tests,  scores  on  the 
spring  administration  of  reading  tests  #i-*#17,  and  scores  on  reading 
teats  #19  and  #20. 

Stepwise  regression  analyses  were  used  to  examine  the  data.  The 
percentage  contribution  of  each  x-varlable  In  an  equation  to  variation 
in  a given  y- variable  was  determined  in  this  way:  the  zero- order  r 
for  the  particular  y-variable  and  tlia  x-varlable  Involved  v?as  multipled 
by  the  corresponding  standard  partial  regression  coefficient  (beta). 

The  percentage  contributions  obtained  In  this  way  were  considered  to 
contain  not  only  the  separate  coefficients  of  determination,  but  also 
the  shared  coefficients  of  determination.  References  were  Dempster 
(1963)',  Efroymsen  (1960);  Ezeklal  (1953);  and  Steele  and  Torrle  (1960). 
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The  procedures  were  selected  after  considering  Interpretations  and 
problems  associated  with  multiple  and  partial  regression  and  other 
multivariate  procedures;  these  Interpretations  and  problems  were 
discussed  by  Cooley  and  Lohnes  (1962);  Cronbach  (1960);  Ghiselll  (1964) 
Guilford  (1965);  McNemar  (1962);  Snedecor  (1956);  and  Sparks  and  Hltzel 
(1966). 

Trends  Over  Reading  Ins true t Iona 1 Levels.  — Subjects  were  308 
pupils  In  the  retarded,  normal,  and  superior  groups.  Data  jere  the 
subjects*  scores  on  the  fall  administration  of  tests  #1-#17  and  scores 
on  tests  #18,  #19,  and  #20,  The  data  were  analyzed  in  this  way; 
within  each  Intelligence  level,  a single-factor  analysis  of  variance 
and  an  examination  for  linear,  quadratic,  and  cubic  trends  were 
performed.  References  were  Edwards  (1963);  Lindquist  (1953);  Snedecor 
(1956);  Steele  and  Torrie  (1960);  Williams  (1959);  and  Winer  (1962). . 

Level  of  Acquisition  on  the  Basal  Reading  Skills.  — Subjects 
were  the  308  pupils  in  the  retarded,  normal,  and  superior  groups.  Data 
were  scores  on  the  fall  administration  of  tests  #1-#17  and  scores  on 
tests  #18,  #19,  and  #20.  Two  sets  of  comparisons  were  used:  one  set 

Involved  the  retarded  and  normal  groups;  the  other  set  involved  the 
normal  and  superior  groups.  The  data  were  analyzed  with  t tests.  The 
references  here  were  Edwards  (1963)  and  Lindquist  (1953). 

Rate  of  Acquisition  on  the  Basal  Reading  Skills.  — Subjects  were 
308  pupils  in  the  retarded,  normal,  and  superior  groups.  Data  were 
scores  on  the  fall  and  spring  administration  of  tests  #1-#17.  Data 
relevant  to  rate  of  acquisition  were  processed  by  a two-factor  analysis 
of  variance  model:  the  first  factor  was  Intelligence  level,  the  second 

factor  was  repeated  measures  (fall,  spring)  of  basal  reading  skills. 
Specifically,  tlie  Lindquist  (1953)  Type  I design  was  used.  Two  sets 
of  comparisons  were  used:  one  set  involved  the  retarded  and  normal 

groups;  the  other  set  involved  the  normal  and  superior  groups.  In 
any  one  analysis,  a significant  interaction  was  considered  to  indicate 
that  the  groups'  rates  of  acquisition  were  different.  These  procedures 
were  selected  after  examining  the  following;  issues  in  statistical 
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treatment  of  repeated  measures  l?y  analysis  of  variance,  regression 
analysis,  and  other  procedures  discussed  by  Edwards  (1963),  Cooley  and 
Lohnes  (1962),  Snedecor  (1956),  Steele  and  Torrie  (1960),  Williams 
(1959),  and  Winer  (1962);  issues  and  problems  involved  in  measui^lng 
change  discussed  by  Bereiter  (1963),  Bloom  (1964),  Dubois  (1960),  Feldt 
(1958),  Gaito  and  Wiley  (1963),  and  Lord  (1963). 

Criterion  for  Rejecting  the  Null  Hypothesis.  — The  criterion  for 
rejecting  the  null  hypothesis  was  the  .05  probability  level.  This 
criterion  was  used  for  statistical  tests  pertinent  to  all  research- 
objectives.  Both  the  .05  and  the  .01  probability  levels  are  designated 
in  the  tiables  of  statistical  results.  This  information  is  presented 
for  the  reader  who  wishes  to  consider  the  number  of  significant 
statistics  obtained  in  relation  to  the  number  of  statistical  tests 
performed. 

Mechanics  of  Presentation.  --  The  project  involved  a large  amount 
of  data.  Therefore,  for  practical  reasons,  three  conventions  were 
adopted  for  presenting  the  results  of  the  statistical  analyses.  First, 
the  tables  in  the  text  consist  primarily  of  summaries  of  relationships; 
and,  where  necessary,  descriptive  statistics.  Most  of  the  descriptive 
statistics  and  all  of  the  inferential  statistics  are  presented  in 
tables  in  the  appendices.  Second,  only  prime  data  are  presented  in 
the  tables  of  statistical  data  in  the  appendices.  Third,  even  though 
the  statistical  analyses  involved  unrounded  numbers,  numerals  presented 
in. the  tables  are  rounded  to  two  places  in  all  cases  except  where  the 
convention  is  to  round  decimals  to  three  or  four  places. 
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CHAPIER  3 

SEQUENCES  AMONG  BASAL 
READING  SKILLS 

Information  In  this  chapter  Is  germane  to  the  first  research 
objective  for  the  present  study.  That  objective  was  to  identify 
sequences  among  basal  reading  skills  within  the  following  categories: 
phonetic  analysis,  structural  analysis,  dictionary,  word  functions, 
and  comprehension.  Specific  research  questions  were  the  following. 

a.  Expected  Sequences  Among  Basal  Reading  Skills.  — What 
sequence  can  be  expected,  a priori . on  the  basis  of  the 
criterion,  level  of  complexity,  among  skills  in  a given 
category  of  basal  reading  skills? 

b»  Goodness  of  Fit  of  the  Simplex  Model.  --  Does  the  simplex 
model  fit  sets  of  data  describing  skills  in  an  expected 
sequence  which  were  ordered,  a priori,  on  the  basis  of 
the  criterion,  level  of  complexity? 

Chapters  1 and  2 contain  details  about  related  research  and  pro- 
cedures. Pertinent  points  are  recapitulated  briefly  below. 

Authors  of  materials  for  teaching  reading  have  made  suggestions 
about  sequences  among  basal  reading  skills.  Reading  specialists  who 
have  also  commented  on  sequences  in  other  contexts  include  Aaron 
(1961,  1964),  Bond  and  Wagner  (1966),  Gray  (1960),  McKee  (1966),  and 
Russell  (1961).  The  present  investigators  located  no  studies  devoted 
primarily  to  identifying  sequences  which,  in  Manning's  (1960,  p.  116) 
terms,  were  based  on  "the  behavior  of  the  learners  themselves." 
Therefore,  this  phase  of  the  present  study  was  designed  to  supplement 
the  work  of  reading  specialists  who  proposed  sequences  on  the  basis 
of  competent  professional  judgment  and  extensive  experience  in  read- 
ing instruction. 

Subjects  were  the  639  pupils  in  the  processes-sequences  group; 
this  total  group  consisted  of  four  subgroups  who  were  taught  at  read- 
ing instructional  levels  2,  3,  4,  and  5,  respectively.  These  subjects 
were  taught  in  the  Scott,  Foresman  New  Basic  Readers  program  during 
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the  school  year#  The  subjects  were  administered  20  tests  designed 
to  assess  50  basal  reading  skills  taught  in  the  Instructional  program. 
Tests  #1  through  #17  encompassed  forty-one  basal  reading  skills;  these 
tests  were  adodnistered  in  the  fall  and  again  in  the  spring.  Tests 
#19  and  #20  covered  eight  skills;  these  tests  were  given  only  in  the 
spring.  Test  #18,  which  sampled  one  skill,  was  administered  o.ily  in 
the  fall* 

Evidence  for  the  first  research  question,  the  expected  sequences, 
was  obtained  from  task  analyses  of  the  skills  in  the  Scott,  Foresman 
New  Basic  Readers  program  and  content  descriptions  of  tests  used  to 
assess  these  skills.  That  is,  for  each  skill,  an  examination  was  made 
of  the  definition  of  the  skill  and  the  description  of  activities 
involved  in  successfully  performing  the  skill  as  it  was  tested.  This 
evidence  was  used  in  making  a judgment  about  relative  complexity,  or 
inclusiveness^,  of  skills  in  a set.  In  this  way,  expectations  were 
posed  about  hierarchical  sequences  among  skills,  with  the  hierarchy 
being  defined  in  terms  of  the  criterion,  level  of  complexity. 

Data  pertinent  to  the  second  research  objective,  goodness  of  fit 
of  the  simplex  model,  were  scores  on  the  spring  administration  of  tests 
#1  through  #17  and  scores  on  test  #19  which  was  administered  only  in 
the  spring.  These  data  were  analyzed  in  this  way.  For  each  category 
of  skills,  a correlation  matrix  was  formed.  The  variables  iu  this 


H*evel  of  complexity  was  defined  as  degree  of  inclusiveness.  In 
the  context  of  the  present  study,  degree  of  inclusiveness  refers  to  the 
extent  to  which  any  one  skill  within  a category  of  skills  involves 
activities  characteristic  of  other  skills  in  that  category  plus  addi- 
tional activities.  For  example,  a set  of  activities  which  varies  in 
inclusiveness  in  terms  of  this  type  of  accretion  can  be  described  in 
this  way:  skill  #1  consists  of  activity  a;  skill  #2  consists  of 
activity  a and,  in  addition,  activity  b;  skill  #3  consists  of  activity 
a,  activity  b,  and,  in  addition,  activity  c;  and  so  on. 
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matrix  were  ordered  according  to  the  sequence  posed  on  an  a priori 
basis  in  terms  of  the  complexity  criterion#  Then>  appropriate 
aspects,  of,  Kaiser’s  (1962)  procedures  for  scaling  a simplex  were  used. 
The  relative  complexity  of  the  basal  reading  skills  in  a category  was 
determined  by  calculating  the  simplex  loadings  (Aj  and  a^)  for  the 
skill.  Goodness  of  fit  was  examined  in  two  ways;  comparing  the  ^ 
observed  and  reproduced  r^j^  and  matrices,  and  calculating  the  q 
index  (the  ratio  of  the  sum  of  squares  accounted  for  by  the  model  to 


the  total  sum  of  squares). 

The  results  of  the  rational  analyses  and  the  psychometric  analyses 
are  presented  below.  The  organization  of  this  presentation  is  the 
following.  Each  category  of  basal  reading  skills  is  considered  in  a 
separate  section,  and  each  section  consists  of  these  parts;  summary 
statement  relevant  to  the  two  research  objectives,  the  expected 
sequences  and  goodness  of  flt{  description  of  each  skill  including 
the  definition  and  the  activities  involved  in  performing  the  skill  as 
it  was  tested;  considerations  involved  in  posing  the  expected  sequences; 
and  data  yielded  by  the  simplex  analysis.  After  each  category  of 
basal  reading  skills  is  considered  separately,  results  are  summarized 
for  the  several  categories. 

The  psychometric  information  presented  in  the  text  is  restricted 
to  the  a^  loadings  and  the  q^  index  for  each  category  of  skills.  The 
observed  and  reproduced  r^^  and  matrices  are  in  Appendix  P. 
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The  phonetic  analysis  category  included  nine  skills.  Among  these 
nine  skills,  the  expected  hierarchical  sequence  from  least  to  most 
complex  was  associating  vowel  letters  and  sounds,  associating 
consonant  letters  and  sounds,  associating  consonant  digraphs  and 
sounds,  associating  consonant  blends  and  sounds,  identifying  syllables 
in  orally  and  visually  presented  short  words,  identifying  syllables 
in  visually  presented  short  words,  identifying  syllables  in  orally 
and  visually  presented  long  words,  identifying  syllables  in  visually 


SEQUENCES;  Phonetic  Analysis  Skills 


56. 


presented  long  words,  and  using  spelling  patterns*  There  was  a fairly 
good  fit  between  the  sltaplen  model  and  data  describing  the  phonetic 
analysis  skills  organized  In  this  expected  sequence*  These  statements 
are  based  on  the  considerations  presented  below* 


Definition  and  Description 
of  Skills 


Associating  Vowel  Letters  and  Sounds  * — This  skill  Involves 
associating  vowel  letters  and  sounds  when  sounds  are  presented  In 
Isolation*  For  each  Item,  the  subject  was  given  a set  of  four  vowel 
letters*  A voice  on  tape  pronounced  the  long  or  short  sound  for  one 
of  these  letters  and  the  subjects  had  to  designate  the  letter  corre- 
sponding to  the  vowel  sound  that  had  been  pronounced*  Activities 
required  for  successful  performance  of  the  skill  as  It  was  tested 
Included  understanding  what  a vowel  Is,  understanding  that  vowel 
letters  represent  vowel  sounds,  discriminating  between  different  vowel 
sounds,  recognizing  specific  vowel  letters,  recognizing  specific  vowel 
sounds,  recognizing  specific  sound- letter  correspondences,  and  knowing 
that  multiple  sounds  are  represented  by  each  letter* 

Associating  Consonant  Letters  and  Sounds*  — This  skill  involves 
associating  consonant  letters  and  sounds  when  sounds  are  presented  In 
Isolation*  The  phrase,  In  Isolation,  means  that  the  sound  was  not 
presented  in  a word*  A consonant  must  be  blended  with  a vowel  for 
pronunciation;  therefore.  In  the  test,  the  practice  of  blending  the 
specified  consonant  sound  with  -uh*  as  buh  and  cuh*  was  followed*  For 
each  test  item,  the  subject  was  given  a set  of  four  consonant  letters 
from  which  to  choose*  A voice  on  tape  pronounced  the  sound  for  one  of 
these  letters*  The  subject’s  task  was  to  designate  the  consonant 
letter  corresponding  to  the  sound  that  had  been  presented*  Activities 
Involved  in  successful  performance  of  the  skill  as  it  was  tested  included 
understanding  what  a consonant  is,  understanding  that  consonant  letters 
represent  consonant  sounds,  discriminating  between  different  consonant 
sounds,  recognizing  specific  consonant  sounds,  recognizing  specific 
consonant  letters,  recognizing  specific  sound- letter  correspondences, 
and  understanding  that  some  consonant  letters  may  represent  more  than 
one  sound* 

Associating  Consonant  Digraphs  and  Sounds . — Associating  consor 
nant  digraphs  and  sounds  when  sounds  are  presented  in  Isolation  was 
another  phonetic  analysis  skill  assessed  In  the  study*  The  subject 
was  given  a set  of  four  consonant  digraphs  on  each  Item*  As  a voice 
on  tape  presented  the  sound  for  one  of  these  digraphs,  the  subject 
had  to  designate  the  digraph  corresponding  to  the  sound*  The 
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following  activities  were  involved;  understanding  the  concept  of 
consonant  digraphs  (two  consonant  letters  representing  one  sound); 
discriminating  between  different  consonant  digraphs;  understanding 
that  the  letter  form  of  the  digraph  represents  the  sound  of  the 
digraph;  recognizing  specific  consonant  digraphs  in  letter  form; 
recognizing  sounds  of  specific  digraphs;  recognizing  specific  sound- 
letter  correspondences  for  digraphs;  and,  understanding  that  some 
consonant  digraphs  may  represent  more  than  one  sound  (e«jg«,  voiced/ 
voiceless 

Associating  Consonant  Blends  and  Sounds.  — Another  skill  assessed 
was  associating  consonant  blends  and  sounds  when  sounds  are  presented 
in  isolation.  For  each  item,  the  subject  was  given  a set  of  four 
consonant  blends  from  which  to  choose.  A voice  on  tape  pronounced 
one  of  these  blends.  The  sounds  were  pronoimced  in  isolation.  The 
subject  had  to  designate  the  letters  for  the  blend  correspond!^  to 
the  sounds.  Successful  achievement  here  encompassed  these  activities: 
understanding  the  concept  of  consonant  blends  (two  or  three  consonant 
letters  with  combined,  yet  distinct  sounds);  discriminating  between 
different  consonant  blends;  understanding  that  the  letter  form  of  the 
blend  represents  the  sound  of  the  blend;  recognizing  specific  conso- 
nant letters;  recognizing  specific  consonant  sounds;  recognizing 
specific  consonant  blends' in  letter  form;  recognizing  sounds  of 
specific  blends;  and  recognizing  specific  sound- letter  correspondences 
for  blends. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short 
Words.  — Identifying  syllables  in  words  consisting  of  three  syllables 
or  less  presented  both  visually  and  orally  was  the  skill  studied  here. 
The  materials  were  English  words  of  such  difficulty  that  subjects 
probably  would  not  know  their  meanings  or  pronunciations.  Words  consist- 
ing of  one,  two,  or  three  syllables  were  presented  in  visual  and 
auditory  form.  The  subject* s task  was  to  look  at  the  word,  listen  to 
the  pronunciation,  decide  how  many  syllables  the  word  contained,  and 
then  write  the  number  of  syllables.  Performance  of  the  skill  as  it 
was  tested  included  these  aspects  of  behavior:  understanding  what  a 

syllable  is;  understanding  relationships  between  vowel  sounds  and 
syllables  (c.jg.,  one  vowel  sound  in  a word  means  one  syllable);  under- 
standing that  a word  may  have  one  or  more  syllables;  activities  involved 
in  associating  vowel  letters  and  sounds  extended  to  include  other 
vowel  sounds  such  as  the  r-controlled  vowel  sound  and  schwa  sound; 
activities  involved  in  associating  sounds  with  single  consonant  letters, 
digraphs,  and  blends  extended  to  include  elements  in  Initial,  medial, 
and  final  positions  in  words,  concepts  of  consonant  syllables  and 
silent  consonant  letters,  and  similar  activities  Involved  in  using 
structural  analysis  skills  pertaining  to  prefixes,  endings,  suffixes, 
and  root-change  rules;  knowing  syllabication  principles  needed  for 
spelling  patterns;  and  hearing  parts  in  words. 
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Identifying  Syllables  in  Orally  and  Visnally  Presented  Long 
Words • ••••  This  skill  Involves  identifying  syllables  in  words  consisting 
of  four  or  more  syllables  presented  both  orally  and  visually.  With  one 
exception,  the  materials  and  requirements  here  were  the  same  as  those 
used  for  identifying  syllables  in  orally  and  visually  presented  short 
words.  The  exception  was  that  the  materials  were  words  consisting  of 
four,  five,  or  six  syllables  instead  of  words  consisting  of  one,  two, 
or  three  syllables.  The  activities  here  were  the  same  as  those  in 
identifying  syllables  in  orally  and  visually  presented  short  words, 
but  they  were  extended  to  words  containing  four,  five,  or  six  syllables. 

Identifying  Syllables  in  Visually  Presented  Short  Words.  — 
Identifying  syllables  in  visually  presented  words  consisting  of  three 
syllables  or  less  was  another  phonetic  analysis  skill  assessed  in  the 
investigation.  With  one  exception,  the  test  materials  and  requirements 
here  were  the  same  as  those  used  for  identifying  syllables  in  orally 
and  visually  presented  short  words.  In  the  present  test,  the  words 
were  not  pronounced  for  the  subject;  he  had  only  the  visual  stimulus. 
Identifying  syllables  in  visually  presented  short  words  was  presented 
before  Identifying  syllables  in  orally  and  visually  presented  short 
words*  All  activities  Included  in  identifying  syllables  in  orally 
and  visually  presented  short  words  were  also  Included  here  with  one 
exception:  hearing  parts  of  words  was  not  involved. 

Identifying  Syllables  in  Visually  Presented  Long  Words.  — This 
skill  involves  identifying  syllables  in  words  consisting  of  four  or 
more  syllables  presented  visually.  With  one  exception,  the  test 
materials  and  requirements  were  the  same  as  those  for  identifying 
syllables  in  orally  and  visually  presented  long  words.  The  materials 
were  presented  only  in  visual  form  in  this  test.  They  were  not  pro- 
nounced.  Identifying  syllables  in  visually  presented  long  words  was 
presented  before  identifying  syllables  in  orally  and  visually  pre- 
sented long  words*  Activities  encompassed  by  identifying  syllables  in 
visually  presented  short  words  were  included  here  and  were  extended 
to  words  containing  four,  five,  or  six  syllables. 

Using  Spelling  Patterns . — Using  spelling  patterns  as  clues  to 
pronouncing  vowel  sounds  in  one-syllable  words,  polysyllabic  words  with 
accented  first  syllables,  and  polysyllabic  words  with  accented  final 
syllable's  was  also  tested  as  a part  of  the  study*  Visual  material 
given  the  subject  consisted  of  a list  of  nonsense  words  with  a vowel 
letter  or  letters  underlined,  each  of  which  had  beside  it  four 
English  words  in  which  one  or  more  vowel  letters  had  been  underlined. 

In  each  item,  the  auditory  part  consisted  of  the  nonsense  word  being 
spelled  and  the  foia:  English  words  being  pronounced  for  the  subject. 

The  subject  had  to  decide  which  of  the  four  vowel  sounds  in  the  English 
words  corresponded  to  the  vowel  sound  in  the  nonsense  word.  In  the 
test,  11  spelling  patterns  were  used  as  clues  to  pronuncing  vowel  sounds 
in  one-syllable  words,  polysyllabic  words  with  accented  first  sylla- 
bles, and  polysyllabic  words  with  accented  final  syllables.  Activities 
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Included  were  these*  activities  involved  in  associating  vowel  letters 
and  sounds  extended  to  Include  additional  vowel  sounds  (e«jg*9  r-con- 
tvoll6d  vowel  soutidj  schwa  sounds  and  so  on);  activities  involved  in 
associating  consonant  letters  and  sounds  extended  to  include  consonants 
in  initial^  medial^  and  final  positions  in  words » concepts  of  consonant 
syllables  and  silent  consonant  letters > and  so  on;  activities  involved 
in  syllabication  extended  to  include  such  activities  as  recognlJBing 
consonant  syllables > and  so  on;  understanding  that  visual  clues  to 
vowel  sounds  may  be  used;  and  knowing  and  using  11  specific  spelling 
patterns  which  function  as  vowel  pronunciation  rules* 

Expected  Sequence 

, As  stated  previously^  the  expected  hierarchical  sequence  among  the 
phonetic  analysis  skills  was  associating  vowel  letters  and  sounds, 
associating  consonant  letters  and  sounds  associating  consonant  digraphs 
and  sounds 9 associating  consonant  blends  and  sounds,  identifying 
syllables  in  orally  and  visually  presented  short  words,  identifying 
syllables  in  visually  presented  short  words,  identifying  syllables  in 
orally  and  visually  presented  long  words,  identifying  syllables  in 
visually  presented  long  words,  and  using  spelling  patterns*  The  ration- 
ale for  this  expectation  is  ^presented  below* 

Associating  vowel  letters  and  sounds  and  associating  consonant 
letters  and  sounds  were  considered  to  be  similar  in  complexity*  The 
two  skills  were  considered  to  be  the  least  complex  in  the  category* 

Associating  consonant  digraphs  and  sounds  was  more  inclusive*  It 
encompassed  all  the  skills  which  associating  vowel  letters  and  sounds 
and  associating  consonant  letters  and  sounds  did.  In  addition,  it 
involved  skill  in  dealing  with  two  letters  instead  of  one* 

Associating  consonant  blends  and  sounds  might  be  slightly  more 
Inclusive  than  associating  consonant  digraphs  and  sounds*  It  required 
not  only  ability  to  deal  with  two  consonant  letters,  but  also  the 
combined,  yet  distinct,  sounds  corresponding  to  these  letters* 

Identifying  syllables  in  orally  and  visually  presented  short  words 
and  identifying  syllables  in  visually  presented  short  words  were  simi- 
lar in  inclusiveneaa*  Both  were  more  inclusive  than,  the  preceding 
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three  skills*  The  syllabication  skills  required  activities  Involved 
in  dealing  vith  a greater  variety  of  phoneme- grapheme  correspondences 
and  with  phoneme- grapheme  correspondences  presented  in  words,  not  just 
in  isolation;  they  also  required  activities  involved  in  dealing  with 
consonant  letters,  digraphs,  and  blends  in  the  initial,  medial,  and 
final  positions*  In  addition,  they  required  knowledge  of  concepts 
related  to  syllables.  They  also  involved  knowledge  of  structural 
analysis  skills  and  how  affisces  are  related  to  syllabication. 

Identifying  syllables  in  orally  and  visually  presented  long  words 
and  identifying  syllables  in  visually  presented  long  words  were  simi- 
lar in  complexity.  Both  were  slightly  more  inclusive  than  identifying 
syllables  in  orally  and  visually  presented  short  words  and  identifying 
syllables  in  visually  presented  short  words.  That  is,  they  required 
using  the  skills  Involved  in  syllabication  with  words  which  Involved 
a greater  number  of  syllables. 

Using  spelling  patterns  was  the  most  inclusive  of  the  phonetic 
analysis  skills.  It  ;required  all  of  the  skills  involved  in  dealing  with 
sound-symbol  correspondences  and  vith  syllabication*  In  addition^  it 
required  skills  and  concepts  included  in  using  primary  and  secondary 
accents  and  awareness  that  visual  clues  may  be  helpful  in  pronouncing 
vowel  sounds  in  words.  It  also  required  knowledge  of^and  ability  to 
apply, spelling  patterns  as  clues  to  pronouncing  single  syllable  words 
and  polysyllabic  words  with  accented  first  syllables  and  with  accented 
final  syllables. 


Goodness  of  Fit  of  the 
Simplex  Model 


Table  3 and  Appendix  P contain  results  of  the  simplex  analyses 
of  data  describing  the  phonetic  analysis  skills  organized  in  the  ex- 
pected sequence.  The  a.  loadings  increased  in  size  as  the  skills 

J o 

increased  in  inclusiveness.  The  q value  was  .8653.  The  observed  and 
reproduced  matrices  were  similar.  These  indices  suggested  that  the 
simplex  model  fit  data  describing  the  phonetic  analysis  skills  arranged 
in  a hierarchical  order  in  terms  of  the  complexity  dimension. 
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Table  3 

Phonetic  Analysis  Skills:  Summary  of 

the  a^  and  q2  Values 

Basal  reading  skill 

lOol  Associating  vowel  letters  and  sounds 

0.262 

10.2  Associating  consonant  letters  and  sounds 

0.348 

10.3  Associating  consonant  digraphs  and  sounds 

0.603 

10.8  Associating  consonant  blends  and  sounds 

0.624 

13.1  Identifying  syllables  in  orally  and  visu^ally 
presented  short  words 

1.506 

12.1  Identifying  syllables  in  visually  presented 
short  words 

1.752 

13.2  Identifying  syllables  in  orally  and  visually 
presented  long  words 

2.079 

12.2  Identifying  syllables  in  visually  presented 
long  words 

2.280 

11.3  Using  spelling  patterns 

2.328 

q a •8653 


Structural  Analysis  Skills 

The  structural  analysis  category  encompassed  seven  skills.  How- 
ever, only  six  skills  were  considered  in  organizing  the  set  according 
to  the  criterion,  level  of  complexity*  Translating  contractions  was 
excluded  from  the  set.  Translating  contractions  ..was  judged  to  be  a 
variant  of  identifying  components  of  compounds.  That  is,  a contrac- 
tion is  a compound  form  consisting  of  two  root  words;  through  usage, 
this  compound  form  has  been  altered  into  a form  with  letters  omitted. 
Therefore,  the  six  remaining  skills  in  the  structural  analysis  cate- 
gory and  translating  contractions  differ  on  a dimension  other  than 
complexity.  The  expected  hierarchical  sequence  among  the  remaining 
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six  skills  from  least  to  most  complex  was  the  followings  identifying 
components  of  compounds,  identifying  roots,  endings,  and  suffixes, 
identifying  roots  and  prefixes,  identifying  roots  and  multiple  affixes, 
locating  roots  by  using  root-change  rules,  and  changing  roots  by  using 
root-change  rules.  The  simplex  model  fit  fairly  well  the  data  describ- 
ing the  structural  analysis  skills  ordered  in  this  expected  sequence. 
These  statements  are  based  on  the  considerations  presented  below. 


Definition  and  Description 
of  Skills 


Identifying  Components  of  Compounds . --  This  skill  involves  iden- 
tifying component  parts  of  compound  words.  The  subject  was  given 
compound  words;  he  had  the  task  of  identifying  the  two  root  words 
making  up  each  compound.  He  indicated  his  responses  by  drawing  a 
vertical  line  to  separate  the  root  words.  Activities  encon^assed 
by  the  skill  as  it  was  measured  vjore  understanding  that  a 
compound  is  a complex  form  composed  of  two  or  more  root  words  which 
are  written  and  spoken  together  and  usually  combine  their  meaning  to 
make  one  word;  understanding  what  a root  word  is,  and  recognizing 
specific  root  words. 

Identifying  Roots.  Endings . and  Suffixes.  — Identifying  roots, 
endings,  and  suffixes  in  words  in  \diich  spelling  changes  do  not  occur 
was  another  of  the  basal  reading  skills  studied.  The  subject  was  given 
inflected  and  derived  forms  of  words,  and  his  task  was  to  distinguish 
between  the  root  words  and  the  endings  or  suffixes.  He  then  had  to 
write  the  root  words.  Test  activities  included  understanding  what 
a root  word  is,  understanding  xvrhat  an  ending  and  a suffix^ 
are,  recognizing  specific  endings  and  suffixes,  recognizing  specific 
root  words,  and  understanding  that  complex  forms  are  made  by  using 
root  words  and  affixes. 

Identifying  Roots  and  Prefixes.  — This  skill  involves  identifying 
roots  and  prefixes  in  words  in  which  spelling  changes  do  not  occur. 

The  subject,  given  derived  forms  composed  of  prefixes  and  roots,  had 
to  distinguish  between  the  root  words  and  prefixes  and  then  write  the 
root  words.  Activities  involved  in  this  undertaking  weres  under- 
standing what  a root  word  is,  understanding  what  a prefix  is,  under- 
standing that  complex  forms  are  made  by  using  root  words  and  pre- 
fixes; recognizing  specific  prefixes,  and  recognizing  specific  root 
words. 

Identifying  Roots  and  Multiple  Affixes.  — Identifying  roots  and 
affixes  in  words  with  more  than  one  affix,  with  some  words  Involving 
spelling  changes,  was  another  skill  Investigated  in  the  study.  The 
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subject  was  given  complex  words  composed  of  root  words  and  prefixes, 
suffixes,  and  endings  in  various  combinations,  and  his  task  was  to 
distinguish  between  the  root  words  and  the  affixes*  By  writing  the 
root  word,  he  indicated  his  response  to  each  item*  This  task  involved 
understanding  what  a root  word  is,  understanding  what  affixes  are, 
recognizing  specific  affixes,  recognizing  specific  root  words,  knowing 
and  using  specific  root-change  rules,  and  understanding  that  complex 
forms  sometimes  include  more  than  one  affix* 

Locating  Roots  by  Using  Root-change  Rules . --  Another  skill 
studied  was  using  rules  for  root-changes  to  locate  root  words  in 
inflected  and  derived  forms  in  which  spelling  changes  occur*  Given 
inflected  and  derived  forms  which  had  spelling  changes  in  the  roots 
the  subject  had  to  distinguish  between  the  root  word  and  the  ending 
or  suffix*  Then,  using  his  knowledge  of  the  rule,  he  had  to  write 
the  root  as  it  was  before  the  spelling  change  was  made  in  combining 
it  with  an  affix  to  make  the  complex  word  form*  Task  activities 
included  understanding  what  endings  and  suffixes  are;  understanding 
what  a root  word  is;  recognizing  specific  root  words;  recognizing 
specific  endings  and  suffixes;  understanding  that  complex  forms  are 
made  by  using  root  words  and  affixes;  understanding  that  some  root 
words  require  spelling  changes  when  they  are  combined  with  certain 
endings  and  suffixes;  and  knowing  and  using  seven  specific  root- 
change  rules* 

Changing  Roots  by  Using  Root-change  Rules*  — This  skill  involves 
applying  rules  for  root  changes  to  produce  inflected  and  derived  forms* 
In  the  assessment  of  this  skill,  the  subject  was  given  root  words  and 
endings  and  suffixes*  His  task  was  to  use  these  components  in  making 
new  word  forms,  which  he  had  to  write*  Some  of  the  new  word  forms  did 
and  some  did  not  require  spelling  changes  in  the  roots*  This  task 
encompassed  these  activities:  understanding  what  endings  and  suffixes 

are,  understanding  what  a root  word  is,  understanding  that  complex 
forms  are  made  by  using  root  words  and  affixes,  understanding  that  some 
root  words  require  spelling  changes  when  they  are  combined  with  certain 
endings  or  suffixes,  knowing  seven  specific  root-change  rules,  and 
being  able  to  distinguish  when  to  apply  root-change  rules  and  when  not 
to  apply  these  rules* 


Expected  Sequence 


To  reiterate,  the  expected  hierarchical  sequence  was  identifying 
components  of  compounds,  identifying  roots,  endings,  and  suffixes, 
identifying  roots  and  prefixes,  identifying  ropts  and  multiple 
affixes,  locating  roots  by  using  root-change  rules,  and  changing 
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roots  by  using  root*chang6  rules^*  Ths  rationale  for  this  expectation 
is  presented  below. 

Consideration  of  activities  involved  in  the  structural  analysis 
skills  measured  revealed  two  overlapping  subsets  of  activities.  The 
first  subset  included  identifying  components  of  compounds,  identifying 
roots,  endings,  and  suffixes,  identifying  roots  and  prefixes,  and 
identifying  roots  and  multiple  affixes.  These  skills  encompassed 
activities  involved  in  condbinlng  specific  morphemes.  The  skills  in  the 
second  subset  were  more  inclusive.  The  skills  here  were  locating 
roots  by  using  root-change  rules  and  changing  roots  by  using  root- 
change  rules.  In  addition  to  activities  involved  in  combining  specific 
meaning  elements,  these  skills  also  encompassed  activities  Involved  in 
applying  rules  and  conventions  for  changing  root  words. 

Within  the  two  subsets,  there  were  only  slight  variations  in 
complexity.  Consider  the  first  subset.  Identifying  components  of 
compounds,  identifying  roots  and  prefixes,  and  identifying  roots, 
endings,  and  suffixes  were  similar  in  that  they  involved  combinations 
of  two  meaning  elements.  They  differ  in  this  respect;  identifying 
components  of  compounds  included  two  root  words  while  identifying  roots 
and  prefixes  and  identifying  roots,  endings,  and  suffixes  involved  com- 
binations of  root  words  and  affixes.  Identifying  roots  and  multiple 
affixes  was  slightly  more  complex;  it  Involved  combinations  of  more 
than  two  meaning  elements*  a root  word  and,  in  the  cases  measured, 
two  affixes. 

In  the  second  subset,  locating  roots  by  using  root-change  rules 
and  changing  roots  by  using  root-change  rules  were  similar  in  complex- 
ity. Both  were  more  complex  than  skills  in  the  first  subset.  In 
addition  to  understanding  the  production  of  con^lex  words  and  know- 
ledge of  specific  meaning  units,  they  required  knowledge  of  seven 


^translating  contractions  was  categorized  as  a structural  analysis 
skill.  However,  it  was  judged  to  be  a member  of  a different  set  of 
skills  from  the  set  considered  here.  Consequently,  translating  contrac- 
tions was  not  considered  in  the  sequence  of  structural  analysis  skills 
ordered  on  the  complexity  dimension. 
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specific  root-change  rules  iv  the  kinds  of  spelling  changes  required 
in  various  situations* 


Goodness  of  Fit  of  the 
Simplex  Model 


Table  4 and  Appendix  P include  results  of  the  simplex  analysis 
of  the  structural  analysis  skills  organized  in  the  expected  sequence. 

Table  4 


Structural  Analysis  Skills:  Summary  of 

the  a.  and  q^  Values 

j 


Basal  reading  skill 


3*1  Identifying  components  of  compounds 
4*1  Identifying  roots,  endings,  and  suffixes 

4.2  Identifying  roots  and  prefixes 

4.4  Identifying  roots  and  multiple  affixes 

4.3  Locating  roots  by  using  root-change  rules 
1.1  Changing  roots  by  using  root-change  rules 

= .8943 


.557 

i855 

.986 

1.077 

1.280 

1.548 


The  simplex  loadings  became  progressively  larger  as  the  skills  increased 

A 

in  complexity.  The  q index  was  .8943.  The  observed  and  reproduced 
matrices  were  similar.  Therefore,  the  simplex  model  fit.  the  data 
describing  the  structural  analysis  skills  arranged  in  a hierarchical 
order  on  an  a priori  basis  in  terms  of  the  complexity  criterion. 
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Dictionary  Skills  , 

Eight  of  the  ten  dictionary  skills  were  considered  in  the  iden- 
tification of  a sequence*  Interpreting  single  pronunciation  symbols 
and  interpreting  multiple  pronunciation  symbols  were  excluded  from 
consideration  in  organizing  the  remaining  dictionary  skills  according 
to  complexity.  Although  the  skills  involving  pronunciation  symbols 
were  correctly  categorized  as  dictionary  skills , they  were  judged  to 
belong  to  a different  set  of  dictionary  skills*  That  is,  interpreting 
single  pronunciation  symbols  and  interpreting  multiple  pronunciation 
symbols  pertained  to  the  sounds  of  words  \jh±le  the  remaining  skills 
pertained  to  locating  lexical  meanings*  Among  the  remaining  skills, 
the  expected  hierarchical  order  from  least  to  most  complex  was  iden- 
tifying alphabetical  sequences  based  on  first  letter,  identifying 
alphabetical  sequences  based  on  third  letter,  identii^lng  alphabetical 
sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  finding  definitions  of  single  entry  words,  finding  defini- 
tions of  multiple  entry  words,  selecting  definitions  of  single  entry 
words,  and  selecting  definitions  of  multiple  entry  words*  Generally, 
the  simplex  model  fit  fairly  well  the  data  describing  the  eight  dic- 
tionary skills  organized  in  this  expected  sequence*  Described  below 
are  the  bases  for  these  statements* 

Definition  and  Description 
of  Skills 


Identifying  Alphabetical  Sequences  Based  on  First  Letter.  — This 
skill  involves  identifying  alphabetical  sequences  among  words  in  which 
the  ordering  principle  was  based  on  the  first  letter  of  the  words. 

The  subject  was  given  two  groups  of  six  words  each,  and  he  had  to 
decide  how  the  words  in  each  group  should  be  placed  in  alphabetical 
order*  To  accomplish  this,  he  had  to  recognize  that  the  words  could  be 
ordered  on  the  basis  of  the  first  letter*  He  then  had  to  specify  this 
sequence  by  assigning  each  word  a ntmieral  from  the  range  one  through 
six  according  to  the  order  in  which  the  words  should  be  alphabetized* 
Test  activities  included  naming  letters  of  the  alphabet,  knowing  order 
of  letters  in  the  alphabet,  recognizing  general  alphabetical  position 
and  sequence  of  words  based  on  first  letter,  and  arranging  words  in 
alphabetical  sequences  on  the  basis  of  first  letter* 
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Identifying  Alphabetical  Sequences  Based  on  Third.  Letjter*  This 
skill  involves  Identifying  alphabetical  ^quences  oc»ong  '^ords  in  vhlch 
the  ordering  principle  was  based  on  the  third  letter  of  the  words# 

The  subject  was  given  two  groups  of  words,  six  words  in  each  group# 

To  decide  how  words  in  each  group  should  be  put  in  alphabetical  order, 
he  had  to  recognize  that  the  words  could  be  ordered  on  the  basis  of 
third  letter**  He  then  had  to  specify  the  order  by  numbering  the  words 
from  one  to  six,  according  to  the  order  in  'which  they  should  be  alpha- 
betized# Activities  included  in  this  skill  were  knowing  names  of 
letters  in  the  alphabet,  knowing  order  of  letters  in  the  alphabet, 
recognizing  general  alphabetical  position  and  sequence  of  words  based 
on  first  letter,  arranging  words  in  alphabetical  sequences  on  the  basis 
of  first  letter,  recognizing  that  words  beginning  with  the  same  letter 
are  ordered  by  the  first  letter  which  are  not  common  to  the  words,  ana 
recognizing  general  alphabetical  position  and  sequence  of  words  based 
on  third  letter# 

IdentlfyJLng  Alphabetical  Sequences  Based  on  First,  Secondi.,_or 
Third  Letter.  — This  skill  consists  of  identifying  alphabetical 
sequences  among  words  in  which  the  ordering  principle  was  based  on  the 
first,  second,  or  third  letter  of  the  words.  Two  groups  of  six  words 
each  were  presented  to  the  subject,  and  his  task  was  to  decide  how  the 
words  in  each  group  should  be  alphabetized#  To  accomplish  this,  he  had 
to  recognize  that  words  in  a given  list  could  be  ordered  on  the  basis 
of  first,  second,  or  third  letters#  He  also  had  to  specify  this  order 
by  numbering  the  words  from  one  to  six,  according  to  the  sequence  in 
which  the  words  should  be  alphabetized#  Successful  accomplishment  of 
test  items  involved  the  following:  knowing  the  names  of  letters  in 

the  alphabet,  knowing  alphabetical  order  of  letters,  recognizing 
general  alphabetical  position  and  sequence  of  words  based  on  first  letter, 
arranging  words  in  alphabetical  sequences  on  the  basis  of  the  first 
letter,  recognizing  that  words  beginning  with  the  same  letters  are 
ordered  by  the  first  letters  which  are  not  common  to  the  words,  recog- 
nizing general  alphabetical  position  and  sequence  of  words  based  on 
first,  second,  or  third  letters,  knowing  how  to  order  words  by  first, 
second,  or  third  letter,  and  recognizing  need  to  shift  among  several 
bases  within  a list  of  words  for  ordering  words  and  knowing  how  to  make 
that  shift# 

Using  Dictionary  Guide  Words # — This  skill  involves  knowing  the 
function  of  and  using  dictionary  guide  words#  Given  a list  of  30 
words  and  a set  of  dictionary  guide  words,  the  subject  had  to  specify 
the  page  on  which  each  word  on  the  list  could  be  found#  In  half  the 
guide  words,  use  was  based  on  the  third  letter,  in  the  other  half,  use 
was  based  on  the  fourth  letter.  Successful  achievement  on  the  task 
depended  upon  ability  to  recognize  and  use  alphabetical  sequences  based 
on  first  letter  and  on  subsequent  letters,  understanding  the  function 
and  meaning  of  guide  words,  familiarity  with  the  way  guide  words  and 
entry  words  are  arranged  in  a dictionary,  and  ability  to  use  guide  words 
to  locate  entry  words# 
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Finding  Definttlons  of  Single  Entry  Words*  ••••  Another  basal  read- 
ing skill  assessed  was  using  a glossary  for  locating  definitions  of 
single  entry  V7ords  with  imiltiule  meanings*  The  subject  was  presented 
with  single  entry  words  and  their  definitions,  as  given  in  the  dic- 
tionary* His  task  was  to  locate  the  entry  word  and  then  decide  on  the 
entry  nun3)er  and  meaning  number  of  each  of  the  words  listed*  Activities 
encompassed  in  successful  completion  of  this  task  were  these:  recog- 
nising and  using  general  alphabetical  position  and  sequence  of  words; 
recognizing  meaning  and  function  of  guide  words;  knowing  how  words 
are  arranged  in  the  glossary;  using  guide  words  to  locate  entry  words; 
understanding  that  a word  may  have  more  than  one  meaning,  knowing  the 
import  of  the  terms  entry  words,  entry  numbers,  and  meaning  numbers; 
knowing  how  multiple  meanings  are  designated;  and  knowing  how  to  use 
a glossary  to  locate  appropriate  meanings  of  words* 

Finding  Definitions  of  Multiple  Entry  Words*  — This  skill 
involves  using  a glossary  for  locating  definitions  of  multiple  entry 
words  with  multiple  meanings*  The  test  was  like  finding  definitions 
of  single  entry  words  with  one  exception*  The  subject  was  given  words 
which  had  multiple  entries  as  well  as  multiple  meanings*  For  the 
definition  given,  he  had  to  select  the  correct  entry  number  from  among 
several  and  the  correct  meaning  number  from  among  several.  Activities 
necessary  for  accomplishing  this  skill  were  utilizing  skills  in 
finding  definitions  of  single  entry  words,  understanding  that  some 
meanings  of  multiple  meaning  words  are  designated  by  separate  entries 
and  separate  meanings  within  each  entry,  and  knowing  how  multiple 
entries  as  well  as  multiple  meanings  are  designated* 

Selecting  Definitions  of  Single  Entry  Words  * — Another  dictionary 
skill  studied  was  selecting  glossary  definitions  appropriate  for  sub- 
stituting for  words  in  the  context  of  sentences,  each  word  being  a 
single  entry  with  multiple  meanings*  The  subject,  given  sixteen 
sentences  with  a word  underlined  in  each,  was  asked  to  find  each  under- 
lined word  in  a glossary  and  specify  its  entry  and  meaning  ntmobers. 
Successful  accomplishment  of  this  task  Included  the  following  activities: 
utilizing  skills  used  in  finding  definitions  of  single  entry  words; 
noting  functions  of  words  in  a sentence;  using  italicized  sentences 
in  glossaries  to  clarify  meaning,  e*^*,  comparing  sentences  in  glossary 
with  sentences  under  consideration;  and  selecting  meanings  to  fit 
contexts* 

Selecting  Definitions  of  Multiple  Entry  Words*  — This  skill 
involves  selecting  glossary  definitions  appropriate  for  substituting 
for  words  in  the  contexts  of  sentences,  each  word  being  a multiple 
entry  with  multiple  meanings.  With  one  exception,  the  test  was  iden- 
tical to  selecting  definitions  of  single  entry  words;  the  difference 
was  that  the  words  had  multiple  entries  as  well  as  multiple  meanings* 

For  the  word  he  was  given,  the  subject  had  to  write  the  number  of  the 
correct  meaning  from  among  several  possibilities  and  the  number  of  the 
correct  entry  from  among  several  possibilities*  Selecting  definitions 
of  multiple  entry  words  Involved  using,  in  combination,  activities 
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included  in  finding  definitions  of  miXtiple  entry  words  and  selecting 
definitions  of  single  entry  words# 

Expected  Sequence 

As  stated  previously,  the  expected  hierarchical  sequence  was 
identifying  alphabetical  sequences  based  on  first  letter,  identifying 
alphabetical  sequences  based  on  third  letter,  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  finding  definitions  of  single  entry  words,  finding  defini- 
tions of  multiple  entry  words,  selecting  definitions  of  single  entry 
words,  and,  selecting  definitions  of  multiple  entry  words  • The 
rationale  for  this  expected  sequence  is  presented  below# 

Identifying  alphabetical  sequences  based  on  first  letter  was 
considered  to  be  the  least  complex#  Identifying  alphabetical  sequences 
based  on  third  letter  was  more  complex#  In  addition  to  skills  involved 
in  Identifying  alphabetical  sequences  based  on  first  letter,  identify- 
ing alphabetical  sequences  based  on  third  letter  required  recognition 
that  words  beginning  with  the  same  initial  letters  are  ordered  by  the 
first  letters  which  are  not  common  to  the  words#  Specifically,  the 
subjects  had  to  recognize  that  the  first  two  letters  of  the  words  were 
common  while  the  third  differed,  and  then  he  had  to  order  the  word  on 
the  basis  of  the  third  letter# 

Identifying  alphabetical  sequences  based  on  first,  second,  or 
third  letter  was  a little  more  complex  than  identifying  alphabetical 
sequences  based  on  third  letter#  In  involved  the  same  activities  as 
the  two  preceding  skills;  in  addition,  the  subject  had  to  recognize, 
in  a set  of  words,  the  need  to  shift  among  several  bases  for  ordering 
words,  and  he  had  to  make  that  shift# 


Interpreting  single  pronunciation  symbols  and  interpreting  multi- 
ple pronunciation  symbols  were  categorized  as  dictionary  skills#  How- 
ever, they  were  judged  to  belong  to  a different  set  from  the  set  con- 
sidered here;  therefore,  they  were  not  Included  in  the  sequence  of 
dictionary  skills  ordered  on  the  complexity  dimension# 
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Specifically,  he  had  to  recognize  the  need  for,  and  then  order,  words 
in  a set  on  three  bases?  first  letter,  second  letter,  and  then  third 
letter • 

Using  dictionary  guide  words  was  more  complex*  It  included 
skills  required  for  identifying  alphabetical  sequences  based  on  first, 
second,  or  third  letter.  In  addition,  it  involved  understanding  the 
functions  and  meanings  of  guide  words,  familiarity  with  word  arrange- 
ments in  dictionaries,  and  ability  to  use  guide  words  to  locate  entry 
words  with  that  use  cjncottpassing  the  third  and  fourth  letters  of  the 
words. 

Finding  definitions  of  single  entry  words  required  the  use  of  a 
glossary,  and  thus  Involved  all  of  the  activities  included  in  using 
dictionary  guide  words.  In  addition,  it  involved  recognition  that 
words  have  multiple  meanings  and  knowledge  about  how  multiple  meanings 
are  designated  in  dictionaries.  The  subject  then  had  to  deal  with 
words  for  which  there  were  multiple  meanings  but  only  single  entries. 

Finding  definitions  of  multiple  entry  words  included  all  of  the 
skills  that  finding  definitions  of  single  entry  xrords  did.  In 
addition,  it  required  the  ability  to  deal  with  multiple  entries  as  well 
as  multiple  meanings. 

Selecting  definitions  of  single  entry  xrords  included  the  skills 
involved  in  finding  definitions  of  single  entry  xfords.  It  also  in- 
cluded ability  to  note  functions  of  xrords  in  a sentence,  ability  to 
use  italicized  sentences  in  glossaries  to  clarify  meanings,  and  to 
select  meanings  to  fit  context. 

Selecting  definitions  of  multiple  entry  xaords  wfis  more  complex. 

It  consisted  of  ability  to  use  the  skills  involved  in  selecting 
definitions  of  single  entry  words  in  dealing  xrLth  xjords  having  multi- 
ple meanings  and  multiple  entries. 
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Goodness  of  Eit  of  the 
Simplex  Model 

The  results  of  the  simplex  analysis  are  in  Table  5 and  Appendix 
These  results  pertain  to  the  fit  of  the  simplex  model  to  data  describ- 
ing the  dictionary  shills  organized  in  the  expected  sequence*  The 
size  of  the  a^  loadings  increased  in  conjunction  with  the  complexity 
of  the  skills.  The  q^  index  was  .8722  and  the  observed  and  reproduced 
matrices  were  similar.  Therefore,  there  was  a reasonably  good  fit 
between  the  slmp'lcx  model  and  data  describing  dictionary  skills  arranged 
in  a hierarchical  order  on  the  basis  of  complexity  level. 

Table  5 


Dictionary  Skills,;  Summary  of 
the  a.  and  q^  Values 

j 


Basal  reading  skill 


5.1  Identifying  alphabetical  sequences  based  on 
first  letter 

5.2  Identifying  alphabetical  sequences  based  on 
third  letter 

5.3  Identifying  alphabetical  sequences  based  on 
first,  second,  or  third  letter 

6.3  Using  dictionary  guide  words 

7.1  Finding  definitions  of  single  entry  words 

7.2  Finding  definitions  of  multiple  entry  words 

8.1  Selecting  definitions  of  single  entry  words 

8.2  Selecting  definitions  of  multiple  entry  words 


0.432 

0.589 

0.714 

0.855 

1.366 

1.282 

1.972 

1.865 


= .8722 
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Word  Functions  Skills 

The  category,  word  functions  skills,  encompassed  two  subsets  of 
skills:  recognizing  the  functions  of  words  and  phrases  in  sentences 

and  specifying  the  form  classes  needed  to  function  in  given  sentence 
contexts*  Each  subset  included  nouns,  verbs,  adjectives,  and  adverbs* 
There  was  no  reason  for  expecting  the  four  elements  within  each  sub- 
set to  differ  in  level  of  complexity  as  defined  by  inclusiveness. 
Therefore,  the  a F^riorl  ordering  of  variables  was  restricted  to  the 
subsets  as  a whole.  The  expected  sequence  from  less  to  more  complex 
was  recognizing  the  functions  of  words  and  phrases  in  sentences 
then  specifying  the  form  classes  needed  to  function  in  given  sentence 
contexts.  The  psychometric  analysis  could  not  be  applied  to  data 
describing  two  variables;  and  so,  the  goodness  of  fit  of  the  sinq>lex 
model  could  not  be  tested.  The  basis  for  the  expectation  about 
order  is  presented  below. 


Definition  and  Description 
of  Skills 


Recognizing  Factions.  — This  subset  encompassed  four  skills: 
recognizing  functions  of  nouns,  recognizing  functions  of  verbs,  recog- 
nizing functions  of  adjectives,  and  recognizing  functions  of  adverbs. 

For  these  four  skills,  the  test  requirements  and  the  activities  involved 
in  the  skills  were  essentially  the  same*  Therefore,  recognizing  func- 
tions of  nouns  may  be  described  here  as  an  illustration  for  all  four 
skills. 

Recognizing  functions  of  nouns  involves  recognizing  functions  of 
words  and  phrases  which  serve  as  nouns  in  sentences.  The  subject  was 
given  a set  of  sentences.  In  each  sentence,  a word  or  phrase  which 
functioned  as  a noun  was  underlined.  Included  with  this  material  were 
sentences  used  to  test  recognition  of  functions  of  verbs,  adjectives, 
and  adverbs*  Sentences  testing  all  four  form  classes  were  used 
together  so  that  the  different  form  classes  could  serve  as  mutual 
foils*  The  subject  also  was  given  a reference  sheet  which  was  desig- 
nated List  of  Word  Groups.  On  this  reference  sheet,  the  four  form 
classes  were  defined  in  terms  which  had  been  used  in  the  reading  instruc- 
tional program.  The  subject's  task  was  to  read  the  sentence  and 
decide  how  the  underlined  word  was  used.  Then,  consulting  the  reference 
sheet,  as  necessary,  he  had  to  designate  the  word  group  (form  class) 
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to  vhtch  the  underlined  word  belonged  In  terms  o£  its  function  In  the 
sentence.  With  one  exception,  the  subtests  for  recognizing  functions 
of  verbs,  recognizing  functions  of  adjectives,  and  recognizing  func- 
tions of  adverbs  were  the  same  as  the  subtest  for  recognizing  func- 
tions of  nouns.  The  one  exception  was  that  the  underlined  words  or 
phrases  were  verbs,  adjectives,  and  adverbs,  respectively.  The 
activities  encompassed  by  the  skills  were  comprehending  the  meanings 
of  sentences,  understanding  that  words  have  syntactic  functions  as 
well  as  semantic  meanings,  grouping  words  by  syntactic  functions,  and 
determining  word  functions  from  context. 

Specifying  Functions.  — This  subset  included  four  skills:  speci- 

fying  functions  of  nouns,  specifying  functions  of  verbs,  specifying 
functions  of  adjectives,  and  specifying  functions  of  adverbs.  Again, 
the  test  activities  and  the  activities  involved  in  the  skills  were 
essentially  the  same.  Consequently,  specifying  functions  of  nouns 
can  be  used  for  illustration. 

Specifying  functions  of  nouns  involves  specifying  that  nouns  are 
the  form  class  which  will  function  in  given  sentence  contexts.  In 
testing,  the  subject  was  given  a set  of  sentences.  Words  omitted  from 
each  sentence  were  designated  by  blank  lines.  Included  also  were 
sentences  in  which  there  were  omissions  for  words  which  served  as 
verbs,  adjectives,  and  adverbs.  The  four  form  classes  served  as  foils 
for  each  other.  The  subject  also  was  given  the  reference  sheet  desig- 
nated List  of  Word  Groups.  The  subject's  task  was  to  read  the  sentence 
and  decide  what  kind  of  word  (form  class)  had  been  omitted.  Then, 
consulting  the  reference  sheet  as  necessary,  he  had  to  designate  the 
word  group  (form  class)  to  which  the  omitted  word  belonged  in  terms  of 
its  function  in  the  sentence.  With  one  ekce^ion,  the  subtests  for 
specifying  functions  of  verbs,  specifying  functions  of  adjectives,  and 
specifying  functions  of  adverbs  were  the  same  as  the  subtest  for 
specifying  functions  of  nouns.  The  one  exception  was  that  the  omitted 
words  functioned  as  verbs,  adjectives,  ‘aM  adverbs,  respectively.  The 
activities  included  in  the  skills  were  comprehending  the  meanings  of 
sentences,  understanding  that  words  have  syntactic  functions  as  well  , 
as  semantic  meanings,  grouping  words  by  syntactic  functions,  determin- 
ing word  functions  from  context,  going  beyond  the  data  to  infer 
possible  words  which  would  fit  given  sentence  contexts,  and  specifying 
the  syntactic  functions  of  the  inferred  words. 


Expected  Sequence 

The  expected  order  from  less  to  more  complex  was  recognizing 
functions  of  words  and  phrases  in  sentences  and  then  specifying  the 
form  classes  needed  to  function  in  given  sentence  contexts.  Specifying 
functions  was  considered  more  complex  for  this  reason.  It  involved  the 
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activities  which  recognizing  functions  did.  In  additiott,.--it.  required 
ability  to  project  beyond  the  given  information  to  decide  the  possible 
words  which  could  be  used  to  complete  sentences  and  the  ability  to 
specify  or  identify  the  syntactic  functions  of  the  inferred  words. 

Goodness  of  Fit  of  the 
Simplex;  Model 

As  stated  previously,  the  hierarchical  ranking  of  word  functions 
skills  was.  limited  to  the  subsets  as  a whole.  There  was  no  basis  for 
expecting  the  skills  within  the  subsets  to  vary  in  coaqplexity  as 
defined  by  Inclusiveness.  The  psychometric  analysis  could  not  be 
applied  to  data  describing  two  variables,  and  thus  the  goodness  of  fit 
of  the  simplex  model  was  not  tested. 

Comprehension  Skills 

The  set  of  comprehension  skills  contained  three  subsets:  identify" 

ing  directly  stated  ideas  and  details,  identifying  implicitly  stated 
ideas,  and  interpreting  figurative  language.  There  was  no  reason  for 
expecting  the  skills  within  the  figurative  language  subset  to  differ 
in  complexity;  consequently,  sequences  were  Identified  for  only  the 
first  two  subsets,  directly  stated  elements  and  implied  ideas. 

In  the  first  subset,  identifying  directly  stated  ideas  and  details, 
the  expected  hierarchical  order  among  skills  was  identifying  cause* 
effect  relationships  directly  stated  in  sentences,  identifying  details 
in  stories,  identifying  main  ideas  directly  stated  in  paragraphs,  and 
identifying  main  ideas  directly  stated  in  stories.  In  the  second  sub* 
set,  identifying  implicitly  stated  ideas,  the  expected  hierarchical 
sequence  was  identifying  cause*effect  relationships  implied  in  sentences, 
identifying  main  ideas  implied  in  paragraphs,  and  identifying  main 
ideas  Implied  in  stories.  The  simplex  model  fit  fairly  well  the  data 
describing  the  skills  organized  in  these  expected  sequences.  The 
background  for  these  expectations  is  presented  below. 
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Definition  and  Description 
of  Skills 


Identifying  Directly  Stated  Ideas  and  Details 

Identifying  Cause-effect  Relationships  Directly  State_d  in 
Sentences*  — This  skill  Involves  Identifying  directly  stated  cause- 
effect  relationships  presented  through  sentences.  The  subject  was 
given  a set  of  sentences  and,  for  each  sentence,  a question  pertaining 
to  a directly  stated  cause-effect  relationship.  His  task  was  to  read 
the  sentence  and  answer  the  question.  Activities  enconq>assed  by  this 
skill  were  understanding  that  a sentence  is  a unit  of  meaning,  grasping 
cause-effect  relationships,  and  Identifying  directly  stated  relationships. 

Identifying  Details  In  Stories.  — Identifying  specific  and  smaller 
components  of  messages  presented  throughout  stories  was  another  skill 
Investigated.  The  subject  was  given  a set  of  stories,  each  consisting 
of  several  paragraphs.  For  each  story,  he  was  given  two  questions  about 
specific  details.  His  task,  then,  was  to  locate  In  the  story  Ixiforma- 
tion  pertaining  to  the  questions.  This  skill  involved  selecting  infor- 
mation pertaining  to  a particular  detail  from  a larger  amount  of  infor- 
mation pertaining  to  a number  of  details.  , 

Identifying  Main  Ideas  Directly  Stated  In  Paragraphs.  — This  skill 
consists  of  identifying  main  Ideas  idiich  are  directly  stated  In  para- 
graphs. The  test  material  was  a set  of  stories,  each  several  paragraphs 
long.  For  each  story,  the  subject  was  given  a question  about  a directly 
stated  Idea  In  one  of  the  paragraphs;  he  had  to  find  the  paragraph 
which  contained  pertinent  information  and  then  use  the  Information  to 
answer  the  question.  Successful  completion  of  this  task  Included 
selecting,  from  several  paragraphs,  the  paragraph  containing  an  Idea  In 
question  and  Integrating  the  Information  in  the  paragraph  to  use  in 
identifying  the  main  idea  in  the  paragraph. 

Identifying  Main  Ideas  Directly  Stated  in  Stories.  — This  skill 
Involves  identifying  main  ideas  which  are  directly  stated  In  stories. 

The  subject  was  given  a set  of  stories,  each  consisting  of  several 
paragraphs.  For  each  story,  he  was  given  a question  pertaining  to  a 
main  idea  directly  stated  In  the  story.  The  subject's  task  was  to 
locate  the  Information  necessary  to  answer  the  question,  to  Integrate 
this  information,  and  to  use  It  In  deciding  about  the  main  Idea  of  the 
story.  Activities  Included  In  the  skill  were  integrating  the  Informa- 
tion given  in  an  entire  story  and  using  this  information  In  specifying 
a main  Idea  In  the  story. 
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Identifying  Implicitly  Stated  Ideas 

Identifying  Cause-effect  Relationships  Implied  in  Sentences « — 

This  skill  Involves  identifying  implicitly  stated  cause-effect  relation- 
ships presented  through  sentences*  The  subject  was  given  a set  of 
sentences  and,  for  each  sentence » a question  pertaining  to  a cause- 
effect  relationship  implied  in  the  sentence*  His  task  was  to  read  the 
sentences  and  answer  the  questions*  Test  activities  were  these: 
understanding  that  a sentence  is  a unit  of  meaning;  grasping  cause- 
effect  relationships;  and  identifying  implicitly  stated  relationships 
presented  through  sentences » that  is,  going  beyond  the  given  informa- 
tion and  making  an  inference  pertinent  to  a specific  question* 

Identifying  Main  Ideas  Implied  in  Paragraphs*  — This  skill  encom- 
passes  identifying  main  ideas  which  are  implied  in  paragraphs*  The 
test  material  consisted  of  a set  of  stories,  each  consisting  of  several 
paragraphs*  For  each  story,  the  subject  was  given  a question  pertaining 
to  an  idea  implied  in  one  of  the  paragraphs,  and  his  task  was  to  find 
the  paragraph  which  contained  relevant  information,  to  use  the  infor- 
mation in  making  an  inference,  and  then  to  answer  the  question*  Test 
activities  included  these:  selecting,,  from  several  paragraphs,  the 

paragraph  containing  the  idea  In  question;  integrating  information  in 
the  paragraph  and  using  this  information  to  infer  a ^in  idea  pertain- 
ing to  a given  question* 

Identifying  Main  Ideas  Implied  in  Stories*  — This  skill  is 
Identifying  main  ideas  which  are  implied  in  stories*  The  subject  was 
given  a set  of  stories,  each  consisting  of  several  paragraphs*  He  was 
given  a question  about  a main  idea  implied  in  each  story*  The  subject's 
task  was  to  locate  information  pertinent  to  the  question,  to  integrate 
this  Information,  to  use  it  in  making  an  inference,  and  then  to 
answer  the  question*  Activities  encompassed  by  this  skill  were  inte- 
grating the  information  given  in  an  entire  story  and  using  the  given 
information  in  making  an  inference  appropriate  to  a specific  question 
pertaining  to  main  idea  in  the  story. 


Expected  Sequence 


For  the  skills  in  the  subset,  identifying  directly  stated  ideas 
and  details,  the  expected  sequence  was  identifying  cause-effect  rela- 
tionships directly  stated  in  sentences,  identifying  details  in 
stories,  identifying  main  ideas  directly  stated  in  paragraphs,  and 
identifying  main  ideas  directly  stated  in  stories*  This  expectation 
was  based  on  several  considerations*  Identifying  cause-effect 
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relationships  directly  stated  in  sentences  was  considered  to  be  the 
least  complex.  It  required  that  the  subject  discern  a specific  ele- 
ment which  was  explicitly  stated  in  a short  unitary  bit  of  material* 
Identifying  details  in  stories  was  more  complex*  The  subject  still 
had  to  identify  specific  elements  to  use  in  answering  questions; 
however,  he  had  to  note  a nuniber  of  details  in  an  entire  story  and 
select  the  specific  Information  appropriate  for  answering  a specific 
question*  Identifying  main  ideas  directly  stated  in  paragraphs  was 
more  complex*  The  subject  had  to  select  the  paragraph  from  among 
several  which  contained  relevant  details*  He  had  to  organize  these 
details  and  derive  from  them  the  main  idea  to  which  a given  question 
pertained*  Identifying  main  ideas  directly  stated  in  stories  was  more 
complex*  The  subject  had  to  organize  information  in  several  paragraphs 
in  an  entire  story  and  derive  from  this  specific  information  the  main 
idea  to  idiich  a given  question  was  relevant* 

The  expected  order  among  the  skills  in  the  subset,  identifying 
implicitly  stated  ideas,  was  identifying  cause-effect  relationships 
Implied  in  sentences,  identifying  main  ideas  implied  in  paragraphs, 
and  identifying  main  ideas  implied  in  stories*  The  rationale  for  this 
expectation  was  like  the  rationale  for  the  arrangement  of  skills 
pertaining  to  directly  stated  ideas*  Identifying  cause-effect  rela- 
tionships implied  in  sentences  was  least  complex;  it  involved  Inferring 
an  idea  on  the  basis  of  information  in  a sentence*  In  identifying  main 
ideas  directly  stated  in  paragraphs,  the  Inference  was  based  on  Ijcifor- 
mation  in  a larger  amount  of  material,  the  paragraph*  In  identifying 
main  ideas  implied  in  stories,  the  subject  had  to  integrate  and  draw 
Infonnation  from  the  largest  amount  of  material,  the  several  paragraphs 
in  a story* 


Goodness  of  Fit  of  the 
Simplex  Model 

Table  6 and  Appendix  P contain  information  yielded  by  the  simplex 
analyses  of  data  describing  the  expected  sequences  among  skills  in  the 
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two  subsets,  identifying  ditectly  stated  ideas  and  details.. a^d 
identifying  liiqplicitly  stated  Ideas. 


Table  6 


Comprehension  Skills : ..  Summary  of 
the  a.  and  Values 

j 

A.  Identifying  Directly.  Stated  Ideas  and  Details 


Basal  reading  skill 

16.1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

0.586 

17.5  Identifying  details  in  stories 

i.003 

17.3'  Identifying  main  ideas  directly  stated 
in  paragraphs 

1.155 

^ # * 

17.1  Identifying  main  ideas  directly  stated 
in  stories 

1.472 

q2  , .W88 

B.  Identifying  Implicitly  Stated  Ideas 


Basal  reading  skill 

16.2  Identifying  cause-effect  relationships 
implied  in  sentences 

0.710 

17,4  Identifying  main  ideas  implied  in 
paragraphs 

1.061 

17.2  Identifying  main  ideas  Implied  in 
stories 

1.329 

q2  . .5180 

For  both  subsets,  the  a^  loadings  for  the  skills  Increased  concomi- 
tantly with  the  expected  complexity  of  the  skills.  The  q values  were 
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•9689  foic  directly  stated  Ideas  and  details  and  •9180  for  implicitly 
stated  Ideaa^  For  both  sets  of  skills,  the  respective  pairs  of 
observed  and  reproduced  r^^^  and  matrices  corresponded  reaaonably 
well.  Generally,  there  was  a fairly  good  fit  between  the  simplex 
model  and  data  describing  the  skills  arranged  in  the  expected  sequence 
within  each  subsets 


Summary 


Expected  Sequences  Mong  the 
Basal  Reading  Skills 


Listed  below  by  category  of  basal  reading  skills  are  the  expected 
hierarchical  sequences • These  sequences  were  determined,  a priori,  on 
the  basis  of  the  criterion,  level  of  complexity,  defined  as  degree  of 
inclusiveness • 

Phonetic  Analysis  Ski  11s  • — The  expected  sequence  among  the 
phonetic  analysis  skills  was  associating  vowel  letters  and  sounds, 
associating  consonant  letters  and  sounds,  associating  consonant  digraphs 
and  sounds,  associating  consonant  blends  and  sounds,  identifying 
syllables  in  orally  and  visually  presented  short  words,  identifying 
syllables  in  visually  presented  short  words,  identifying  syllables  in 
orally  and  visually  presented  long  words,  identifying  syllables  in 
visually  presented  long  words,  and  using  spelling  patterns. 

Structural  Analysis  Skills.  — Translating  contractions  was  not 
considered  in  the  set  of  structural  analysis  skills  for  the  purpose  of 
identifying  a sequence.  The  expected  sequence  among  the  remaining 
structural  analysis  skills  was  identifying  components  of  compounds, 
identifying  roots,  endings,  and  suffixes,  identifying  roots  and  pre- 
fixes, identifying  roots  and  multiple  affixes,  locating  roots  by  using 
root-change  rules,  and  changing  roots  by  using  root-change  rules. 

Dictionary  Skills.  — Interpreting  single  pronunciation  symbols 
and  interpreting  multiple  pronunciation  symbols  were  not  considered 
in  the  set  of  dictionary  skills  for  the  purpose  of  identifying  a 
sequence.  The  expected  sequence  among  the  remaining  dictionary  skills 
was  identifying  alphabetical  sequences  based  on  first  letter,  identify- 
ing alphabetical  sequences  based  on  third  letter,  identifying  alpha- 
betical sequences  based  on  first,  second,  or  third  letter,  using  die** 
tlonary  guide  words,  finding  definitions  of  single  entry  words,  finding 
definitions  of  multiple  entry  words,  selecting  definitions  of  single 
entry  words,  and  selecting  definitions  of  multiple  entry  words. 
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Word  Functions  Skills > 7-  X^jo  subsets  of  skills  were  involved 
here:  recognizing  functions  of  words  and  phrases  in.  sentences  and 

specifying  the  form  classes  needed  to  function  in  given  sentence  con- 
texts. There  was  no  reason  for  expecting  the  four  skills  within  each 
subset  to  vary  in  complexity.  Therefore,  the  ordering  of  the  variables 
was  restricted  to  the  subsets  as  a whole.  Specifying  functions  was 
considered  to  be  more  complex  than  recognizing  functions. 

Comprehension  Skills.  — Three  subsets  of  skills  were  involved 
here:  identifying  directly  stated  ideas  and  details,  identifying 

implicitly  stated  ideas,  and  interpreting  figurative  language.  There 
was  no  reason  to  expect  the  skills  in  the  figurative  language  category 
to  differ  in  complexity;  consequently,  skills  in  this  subset  were 
considered  no  further  in  identifying  sequences  based  on  the  complexity 
criterion.  The  expected  sequences  among  skills  within  the  remaining 
two  subsets  were  the  following. 

1.  Identifying  Directly  Stated  Ideas  and  Details:  identifying 

cause-effect  relationships  directly  stated  in  sentences, 
identifying  details  in  stories,  identifying  main  ideas 
directly  stated  in  paragraphs,  and  identifying  main  ideas 
directly  stated  in  stories. 

2.  Identifying  Implicitly  Stated  Ideas:  Identifying  cause- 

effect  relationships  implied  in  sentences,  identifying  main 
ideas  implied  in  paragraphs,  and  identifying  main  ideas 
implied  in  stories. 


Goodness  of  Fit  of  the 
Simplex  Model 

The  simplex  model  fit  fairly  well  the  several  sets  of  data 
describing  the  basal  reading  skills  organized  in  the  hierarchical 
sequences  presented  above. 
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CHAPTER  4 

INTELLECTUAL  PROCESSES  REUTED  TO 
BASAL  READING  SKILLS 


The  present  chapter  contains  Information  relevant  to  the  second 
research  objective  for  the  study:  to  examine  intellectual  processes 

related  to  achievement  in  selected  basal  reading  skills*  The  specific 
research  questions  were  the  following. 

a.  Identification  of  Processes.  — Which,  of  a selected  set  of 
intellectual  processes,  are  related  singly,  and  in  combina- 
tion, to  achievement  in  each  basal  reading  skill? 

b.  Extent  of  Relationship.  — To  what  extent  are  the  identified 
processes  ar.d  combinations  of  intellectual  processes  related 
to  achievement  in  each  basal  reading  skill? 

c.  Relative  Contribution.  What  is  the  relative  contribution, 
or  weighting,  of  each  intellectual  process  when  combinations 
of  intellectual  processes  are  related  to  achievement  in  a 
given  basal  reading  skill? 

d.  Differences  Among  Skills.  — Do  Intellectual  processes 
related  to  achievement  differ  among  basal  reading  skills? 

Chapters  1 and  2 include  details  of  related  research  and  proce- 
diures.  Relevant  points  are  restated  briefly  below. 

Logical  analyses  and  empirical  investigations  have  yielded  some 
information  about  cognitive  processes  involved  in  learning  to  read. 
Empirical  studies  reported  inclxide  Bond  and  Clymer  (1955),  Holmes  and 
Singer  (1966),  Raymond  (1955),  and  Stake  (1958).  This  phase  of  the 
present  study  was  designed  to  .e3q>lore  further  the  role  of  selected 
cognitive  processes  in  the  acquisition  of  basal  reading  skills. 

Subjects  were  the  639  pupils  in  the  processes- sequences  group; 
this  group  was  composed  of  fotir  subgroups  who  were  taught  at  reading 
instructional  levels  2,  3,  4,  and  5,  respectively.  The  Scott,  Foresman 
New  Basic  Readers  program  was  used  with  these  subjects  during  the 
school  year.  Subjects  were  administered  tests  to  assess  50  basal 
reading  skills;  tests  #1  - #17  measuring  41  basal  reading  skills  were 
administered  in  the  fall  and  again  in  the  spring.  Tests  #19  and  #20 
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measuring  eight  skills  were  administered  once,  in  the  spring;  and  test 
#18  measuring  one  basal  reading  skill  t^as  administered  only  in  the  fall. 
The  four  intellectual  processes  tests  \7hich  were  selected  were  admin- 
istered once  in  the  spring. 

The  data  for  the  first  three  research  questions,  identification 
of  processes,  extent  of  relationship,  and  relative  contribution,  were 
the  subjects'  scores  on  the  intellectual  processes  tests,  the  spring 
administration  of  tests  #1  - #17,  and  scores  on  tests  #19  and  #20. 
Step-wise  regression  analyses  were  used  for  the  generalized  treatment 
of  these  data. 

Statistics  relevant  to  the  first  research  question,  identification 
of  processes,  were  the  partial  regression  coefficients  and  the  corre* 
spending  jt  ratios  obtained  from  the  regression  analyses.  Data  pertain- 
ing to  the  second  research  question,  extent  of  relationship,  were 
the  correlation  coefficients  and  the  corresponding  coefficients  of 
determination  computed  in  the  step-wise  regression  analyses.  When  only 
one  Intellectiial  process  contributed  significantly  to  explaining  the 
total  score  variance  for  each  basal  reading  skill,  simple  correlation 
coefficients  and  their  corresponding  coefficients  of  determination  were 
pertinent.  When  more  than  one  intellectual  process  contributed, 
multiple  correlation  coefficients  and  their  corresponding  coefficients 
of  determination  were  appropriate.  Data  relevant  to  the  third 
research  question,  relative  contribution,  Incliided  the  standard  partial 
regression  coefficients  obtained  from  the  step-wise  regression  analyses 
and  the  percentage  contribution'  of  each  intellectual  process  entering 
the  regression  equation.  After  the  regression  equations  were  specified 
by  the  analyses,  the  percentage  contribution  of  each  X-varlable  in  the 
equation  to  the  Y-variable  was  determined  by  the  following  procedure. 

The  zero-order  r for  the  particular  Y-variable  and  the  X-variable 
involved  was  multiplied  by  the  corresponding  standard  partial  regression 
coefficient  (beta  weight).  Thus,  the  percentage  contributions  con- 
tained not  only  the  separate  coefficients  of  determination,  but  also 
the  shared  coefficients  of  determination. 
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Evidence  for  the  fourth  research  questioni  differences  among 
skills 9 was  drawn  from  summaries  of  results  pertinent  to  the  first 
three  research  questions* 

The  format  for  this  chapter  is  as  follows*  The  evidence  presented 
in  the  text  is  restricted  to  summaries  of  relationships  indicated  by 
the  results  of  the  statistical  analyses*  In  brief,  for  the  first  three 
research  questions,  the  data  are  presented  in  tabular  form  in  Appendix 
Q;  nq  attempt  is  made  in  the  text  to  describe  verbally  the  detailed 
evidence  which  appears  in  these  tables*  For  the  fourth  research 
question,  implications  of  data  relevant  to  the  first  three  objectives 
are  summarized  both  in  tabular  form  and  in  the  text*  Infomation  about 
the  relationship  of  the  intellectual  processes  to  the  basal  reading 
skills  is  presented  separately  for  each  of  the  five  categories  of  read- 
ing skills  considered:  phonetic  analysis  skills,  structural  analysis 

skills,  dictionary  skills,  word  functions  skills,  and  comprehension 
skills*  This  information  consists  of  a summary  of  extant  relationships 
within  each  category  of  basal  reading  skills* 

Phonetic  Analysis  Skills 

Table  7 contains  a summary  of  the  results  of  the  analyses  for  the 
phonetic  analysis  skills*  The  most  frequent  contributor  to  the  phonetic 
analysis  skills  was  conceptualization*  This  process  contributed  to 
eight  of  the  nine  skills:  associating  consonant  letters  and  sounds, 

associating  consonant  digraphs  and  sounds,  associating  consonant  blends 
and  sounds,  using  spelling  patterns.  Identifying  syllables  in  orally 
and  visually  presented  short  words,  identifying  syllables  in  visually 
presented  short  words,  identifying  syllables  in  orally  and  visually 
presented  long  words,  and  Identifying  syllables  in  visually  presented 
long  words*  However,  the  l*557o  contribution  to  associating  consonant 
letters  and  sounds,  while  statistically  significant,  may  be  of  little 
practical  significance*  The  next  most  prominent  process  was  reasoning, 
by  its  contribution  to  seven  of  the  nine  skills:  associating  vowel 

letters  and  sounds,  associating  consonant  digraphs  and  sounds,  using 
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Table  7 


Sximmary:  Contributing  Intellectual  Procecses 

for  the  Phonetic  Analysis  Skills 


1 

Intellectual  processes 

Basal  reading 
skill 

Associative 

memory 

Conceptuali- 

zation 

Verbal 

meaning 

1 " 

Reasoning 

10*1  Associating 
vowel  letters  and 
sounds 

m Ml 

— 

2.68% 

10.2  Associating 
consonant  letters 
and  sounds 

mm 

1.55% 

•MWI 

10*3  Associating 
consonant  digraphs 
and  sounds 

— 

5.59% 

1.97% 

2.38% 

10.8  Associating 
consonant  blends 
and  sounds 

4,23% 

Ml  m 

mm 

11.3  Using  spelling 
patterns 

Mi  m 

13.76% 

5.39% 

14.74% 

13*1  Identifying  syl- 
lables in  orally  and 
visually  presented 
short  words 

-- 

10.10% 

— 

9.31% 

12.1  Identifying  syl- 
lables in  visually 
presented  short  words 

— 

6.70% 

5.33% 

9.70% 

13.2  Identifying  syl- 
lables in  orally  and 
visually  presented 
long  words 

mm 

11.93% 

3.43% 

13.99% 

12.2  Identifying  syl- 
lables in  visually 
presented  long  words 

mm 

7.58% 

4.55% 

17.64% 
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spelling  patterns,  identifying  syllables  in  orally  and  visually  pre- 
sented short  words,  identifying  syllables  in  visually  presented  short 
words,  identifying  syllables  in  orally  and  visually  presented  long 
words,  and  Identifying  syllables  in  visually  presented  long  words. 
Verbal  meaning  contributed  to  five  skills:  associating  consonant 

digraphs  and  sounds,  using  spelling  patterns,  identifying  syllables 
in  visually  presented  short  words,  identifying  syllables  in  orally 
and  visually  presented  long  words,  and  identifying  syllables  in 
vistially  presented  long  words.  Associative  memory  did  not  contribute 
to  any  skill. 


Structural  Analysis  Skills 

A summary  of  the  results  of  the  analyses  for  the  category,  struc- 
tural analysis  skills,  is  presented  in  Table  8.  Two  processes, 
conceptualization  and  reasoning,  contributed  to  all  seven  of  the 
structural  analysis  skills:  identifying  components  of  compounds, 

identifying  roots,  endings,  and  suffixes,  identifying  roots  and  pre- 
fixes, identifying  roots  and  multiple  affixes,  translating  contrac- 
tions, locating  roots  by  using  root-change  rules,  and  changing  roots 
by  using  root-change  rules.  Associative  memory  and  verbal  meaning 
both  contributed  to  six  of  the  seven  skills:  identifying  components 

of  compounds,  identifying  roots,  endings,  and  suffixes,  identifying 
roots  and  prefixes,  identifying  roots  and  multiple  affixes,  locating 
roots  by  using  root- change  rules,  and  changing  roots  by  using  root- 
change  rules.  The  contribution  of  associative  memory  in  each  instance 
is  rather  low  and  again  raises  the  question  of  practical  significance. 
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Table.  8 


» * 

Summary:  Contributing  Intellectual  Processes 

for  the  Structural  Analysis  Skills 


Intellectual  processes 

skill 

Associative 

memory 

Conceptuali- 

zation 

Meaning 

3,1  Identifying 
components  of 
compounds 

1.93% 

7.01% 

10.27% 

5.13% 

4,1  Identifying  . 
roots,  endings, 
and  suffixes 

..  4.52% 

1 ‘ ’ 

7.52% 

15.17%  .. . 

14,76% 

4.2  Identifying 
roots  and 
prefixes 

1 n ) 

‘ 3,31%  ’ 

13.64% 

15.07% 

14.61% 

4,4  Identifying 
roots  and  multiple 
affixes 

2iS8% 

10.13% 

8.03% 

/ • t 

7.65% 

2.1  Translating 
contractions 

m m 

17.10% 

* f 

14.41% 

4.3  Locating  roots 
by  using  root-change 
rules 

2.26% 

20.75% 

8.79% 

16.43% 

1.1  Changing  roots 
by  using  root-change 
rules 

2.53% 

17.44% 

6.88% 

10.12% 

Dictionary  Skills 


Contained  in  Table  9 is  a summary  of  the  results  of  the  analyses 
for  the  dictionary  skills.  The  most  prominent  contributors  to  the 
dictionary  skills  were  the  processes,  conceptualization  and  reasoning, 
which  contributed  to  nine  of  the  ten  skills  assessed;  identifying 


PROCESSES!  Dictionary  Skills 


87 


Table  9 


Summary?  Contributing  Intellectual  Processes 
for  the  Dictionary  Skills 


Intellectual  processes 

nasax  reaaing 
skill. 

Associative 

memory 

Conceptuali- 

zation 

Verbal 

meaning 

Reasoning 

5*1  Identifying 
alphabetical 
sequences  based  on 
first  letter 

2.27% 

9.68% 

••  •• 

12.17% 

5*2  Identifying 
alphabetical 
sequences  based  on 
third  letter 

3.45% 

12.15% 

18.73% 

5.3  Identifying  alpha-, 
betical  sequences 
based  on  first,  second 
or  third  letter 

2.04% 

9 

13.50% 

5.3TO 

8.90% 

6.3  Using  dictionary 
guide  words 

-- 

9.59% 

6.99% 

5.72% 

7.1  Finding  defini- 
tions of  single 
entry  words 

1.83% 

5.71% 

7.34% 

5.17% 

7.2  Finding  defini- 
tions of  multiple 
entry  words 

3.22% 

t < 

10.09% 

13.02% 

9,96% 

8.1  Selecting  defini- 
tions of  single 
entry  words 

m tm 

3.59% 

mm  mm 

7.86% 

8.2  Selecting  defini- 
tions of  multiple 
entry  words 

-- 

4.66% 

5.74% 

12.51% 

PROCESSES;  Dictionary  Skills 
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Table  9 (Continued) 


Basal  reading 
skill 

Intellectual 

processes 

Associative 

memory 

Conceptuali- 

zation 

Verbal 

meaning 

Reasoning 

9.1  Interpreting 
single  pronuncia- 
tion synibols 

•m  m 

10.24% 

8.9XK  i 

13.  m 

9.2  Interpreting 
multiple  pronuncia- 
tion symbols 

mm 

— 

5.88%  - 

alphabetical  sequences  based  on  first  letter,  identifying  alphabetical 
sequences  based  on  third  letter,  identifying  alphabetical  sequences 
based  on  first,  second,  or  third  letter,  using  dictionary  guide  words, 
finding  definitions  of  single  entry  words,  finding  definitions  of 
multiple  entry  words,  selecting  definitions  of  single  entry  words, 
selecting  definitions  of  multiple  entry  words,  and  interpreting  single 
pronunciation  symbols.  Verbal  meaning  was  a contributor  to  seven 
skills:  identifying  alphabetical  sequences  based  on  first,  second,  or 

third  letter,  using  dictionary  guide  words,  finding  definitions  of 
single  entry  words,  finding  definitions  of  multiple  entry  words,  select- 
ing definitions  of  multiple  entry  words,  interpreting  single  pronuncia- 
tion symbols,  and  interpreting  multiple  pronunciation  symbols.  Associa- 
tive memory  contributed  to  five  skills:  identifying  alphabetical 

sequences  based  on  first  letter,  identifying  alphabetical  sequences 
based  on  third  letter,  identifying  alphabetical  sequences  based  on 
first,  second,  or  third  letter,  finding  definitions  of  single  entry 
words,  and  finding  definitions  of  multiple  entry  words. 
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Word 


SfeUAg. 


' Sunanarized  in  Table  10  are  the  results  of  the  analyses  for  the 
category  of  word  functions  skills*  For  the  word  functions  skills, 
verbal  meaning  and  reasoning  both  contributed  to  all  eight  skills: 
recognizing  functions  of  nouns,  recognizing  functions  of  verbs, 
recognizing  functions  of  adjectives,  recognizing  functions  of  adverbs, 
specifying  functions  of  nouns,  specifying  functions  of  verbs,  specify- 
ing functions  of  adjectives,  and  specifying  functions  of  adverbs.  The 
next  most  frequent  contributor  was  conceptualization  whidi  contributed 
to  six  skills:  recognizing  functions  of  nouns,  recognizing  functions 

of  verbs,  recognizing  functions  of  adjectives,  recognizing  functions  of 
adverbs,  specifying  functions  of  verbs,  and  specifying  functions  of 
adjectives.  Associative  memory  contributed  to  only  two  skills: 
recognizing  functions  of  verbs  and  recognizing  functions  of  adverbs. 

Table  10 


Summary:  Contributing  Intellectual  Processes 

for  the  Word  Functions  Skills 


Basal  reading 

Intellectual  processes 

skill 

Associative 

memory 

Conceptuali- 

zation 

Verbal 

meaning 

Reasoning 

14.1  Recognizing 
functions  of  nouns 

tm  Ml 

7.58X 

11.79% 

12.12% 

14.2  Recognizing 
functions  of  verbs 

2.07% 

9.90% 

13.77% 

14.99% 

14.3  Recognizing 
functions  of 
adjectives 

— 

10.16% 

8.89% 

11.21% 

14*4  Recognizing 
functions  of 
adverbs 

3.07% 

7.96% 

8.41% 

12.37% 

PROCESSES!  Comprehension  Skills 
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Table  10  (Continued) 


Basal  reading 
skill 

Intellectual  processes 

Associative 

memory 

Conceptuali- 

zation 

Verbal 

meaning 

Reasoning 

15.1  Specifying 
functions  of  nouns 

MIMI 

mmm 

10.38% 

16.91% 

15.2  Specifying 
functions  of  verbs 

m m 

6.94% 

8.39% 

14.40% 

15.3  Specifying 

functions  of 
adjectives 

mmm 

6.10% 

9.80% 

12.96% 

15.4  Specifying 

functions  of 
adverbs 

mm 

5.01% 

7.87% 

Comprehension  Skills 

Table  11  contains  a summary  of  the  results  of  analyses  for  the 
comprehension  skills.  Highest  in  frequency  of  contribution  to  the 
comprehension  skills  were  two  processes,  verbal  meaning  and  reasoning, 
which  contributed  to  all  fifteen  of  the  comprehension  skills:  identify- 

ing cause-effect  relationships  directly  stated  in  sentences,  identifying 
main  ideas  directly  stated  in  sentences,  identifying  main  ideas  directly 
stated  in  stories,  identifying  cause-effect  relationships  implied 
in  sentences,  identifying  main  ideas  implied  in  paragraphs,  identifying 
main  ideas  implied  in  stories,  identifying  details  in  stories,  inter- 
preting similes,  interpreting  idioms,  interpreting  hyperboles,  inter- 
preting personification,  interpreting  metaphors,  predicting  outcomes 

1 2 
and  actions  , discriminating  between  fact  and  fiction  , and  discrimina- 

3 

ting  between  fact  and  opinion  • These  two  processes  were  followed 


12  3 

*  *  * These  relationships  are  cited  from  Myers  (196?) « 
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closely  by  conceptualization,  which  contributed  to  fourteen  of  the 
fifteen  skills:  identifying  cause-effect  relationships  directly  stated 

in  sentences,  identifying  main  ideas  directly  stated  in  sentences, 
identifying  main  ideas  directly  stated  in  stories,  identifying  cause- 
effect  relationships  implied  in  sentences,  identifying  main  ideas 
* implied  in  paragraphs,  identifying  main  ideas  implied  in  stories, 

identifying  details  in  stories,  interpreting  idioms,  interpreting 

* » 

hyperboles,  interpreting  personification,  interpreting  metaphors, 
predicting  outcomes  and  actions^,  discriminating  between  fact  and 
fiction  , and  discriminating  between  fact  and  opinion  • Associative 
memory  was  a contributor  to  five  comprehension  skills:  identifying 

main  ideas  directly  stated  in  stories,  identifying  main  ideas  implied 

in  stories,  identifying  details  in  stories,  predicting  outcomes  and 

1 2 
actions  , and  discriminating  between  fact  and  fiction  • 

Table  11 

Summary:  Contributing  Intellectual  Processes 

for  the  Comprehension  Skills 


Intellectual  processes 

Basal  reading 
skill 

Associative 

memory 

Conceptuali- 

zation 

Verbal  Reasoning 

meaning 

16.1  Identifying 
cause-effect  rela- 
tionships directly 
stated  in  s^antences 

mm  «• 

8.757. 

8.187, 

7.09% 

17.3  Identifying 
main  ideas  directly 
stated  in  sentences 

mm  mm 

9.66% 

10.81% 

15.067. 

17.1  Identifying 
main  ideas  directly 
stated  in  stories 

2. in 

10.98% 

11.43% 

13.057. 

These  relationships  are  cited  from  Myers  (1967). 
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Table  11  (Continued) 


Intellectual  processes 

Basal  reading 
skill 

Associative 

memory 

Conceptuali- 

2sation 

Verbal 

meaning 

Reasoning 

16.2  Identifying 
cause-effect  rela- 
tionships implied 
in  sentences 

m m 

10.817. 

15.067. 

7.77% 

17.4  Identifying 
main  ideas  implied 
in  paragraphs 

m m 

8.27% 

15.107, 

14.897, 

17.2  Identifying 
main  ideas  implied 
in  stories 

1.91% 

7.71% 

10.63% 

14.43% 

if. 5 Identifying 
details  in 
stories 

2.62% 

11.36%- 

13.767^ 

16.847. 

19*1  Interpreting 
similes 

-- 

11.187. 

8.457. 

19.2  Interpreting 
idioms 

m m 

9.08% 

16.647. 

r 

11.63% 

19.3  Interpreting 
hyperboles 

m m 

4.13% 

5.937. 

11.82% 

19.4  Interpreting 
personification 

m am 

4.007, 

12.467. 

8.16% 

19.5  Interpreting 
metaphors 

mm 

6.23% 

15.667. 

12.927. 

20.1  Predicting 
outcomes  and 
actions^ 

2.597. 

3.23% 

14.627. 

10.25% 

20.2  Discriminating 
between,  fact  and 
fiction^ 

2.68% 

5.10% 

13.677, 

9.757. 

PROCESSES!  Summary  of  Results 


Table  11  (Continued) 


Intellectual  Processes 

Basal  reading 
skill 

Associative 

memory 

Conceptuali** 

zation 

Verbal 

meaning 

Reasoning 

20*3  Discriminating 
between  fact  and 
opinion^ 

M m 

4.99% 

11.75% 

12.50% 

8.  b c 

’ * The  results  presented  herein  for  these  three  critical  reading 
skills  are  cited  from  Myers  (1967)* 


Summary  of  Results 


Phonetic  Analysis  Skills 

Conceptualization  contributed  to  eight  of  the  nine  skills  assessed, 
and  reasoning  was  a contributor  to  seven  phonetic  analysis  skills* 
Verbal  meaning  was  related  to  five  skills  while  associative  memory  was 
a contributor  to  none  of  the  skills  in  this  category. 

Structural  Analysis  Skills 

All  four  of  the  Intellectual  processes  --  associative  memory, 
conceptualization,  verbal  meaning,  and  reasoning  --  were  prominent 
contributors  to  the  skills  assessed  in  this  category.  Conceptuali** 
zation  and  reasoning  contributed  to  all  seven  skills,  followed  by 
verbal  meaning  and  associative  memory  which  each  contributed  to  six 
skills. 

Dictionary  Skills 

Two  processes,  conceptualization  and  reasoning,  were  contributors 
to  the  same  nine  of  the  ten  skills  assessed.  Verbal  meaning  and 
associative  memory  contributed  to  seven  and  five  i Hills,  respectively; 
however,  these  two  processes  were  related  to  the  same  skills  in  only 
three  instances. 
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Word  Functions  Skills 

Verbal  meaning  and  reasoning  were  the  most  prominent  contributprs 
to  skills  in  this  category,  with  each  of  these  processes  contributing 
to  all  eight  skills  assessed.  Conceptualization  was  related  to  six 
of  the  eight  skills  while  associative  memory  contributed  to  only  two 
skills. 

Comprehension  Skills 

Verbal  meaning,  reasoning,  and  conceptualization  were  the  primary 
contributors  to  this  category  of  skills.  Verbal  meaning  and  reasoning 
both  were  related  to  all  fifteen  skills  asses*^ed,  and  conceptualization 
was  a contributing  process  to  fourteen  comprehension  skills.  Associa- 
tive memory  contributed  to  only  three  of  the  skills  in  this  category. 


TRENDS  IN  ACHIEVEMENTS  Summary  of  Problem  and  Procedures 


CHAPTER  5 

TRENDS  IN  ACHIEVEMENT  OVER  READING 
INSTRUCTIONAL  LEVELS 

The  focus  In  this  chapter  Is  on  research  objective  3:  to  describe 

trends  in  achievement  of  basal  reading  skills  over  reading  instruc- 
tional levels  2,  3»  4,  and  5.  The  retarded^  normal,  and  superior 
groups  were  considered  separately.  The  specific  research  questions 
were  the  following. 

a.  Presence  of  a Trend.  — For  a given  basal  reading  skill, 
is  there  a trend  in  the  means  at  reading  Instructional 
levels  2,  3,  4,  and  5? 

Nature  of  the  Trend.  — For  a given  basal  reading  skill, 
what  is  the  nature  of  the  trend  of  the  means  at  reading 
instructional  levels  2,  3,  4,  and  5? 

Related  research  and  procedures  are  considered  in  detail  in 
Chapters  1 and  2.  Pertinent  points  are  simanarlzed  below. 

Several  investigators  studied  intellectually  retarded  subjects' 
progress  in  reading  over  periods  ranging  from  one  t:o  four  years.  These 
investigators  included  Bradway  (1939),  Engle  (1942),  Janes  (1953), 

McElwee  (1931),  Murdoch  (1918),  Nemzek  and  Meixner  (1939),  and  Walsh 
(1938).  Both  Dunn  (1954)  and  Kirk  (1964)  reviewed  and  evaluated  these 
studies.  The  present  investigators  did  not  locate  work  completed 
since  these  earlier  studies.  Nor  did  the  investigators  locate  studies 
of  long-term  trends  in  normal  and  superior  pupils'  rei^ding  achievement. 

In  this  part  of  the  present  investigation,  the  intent  was  to  obtain 
evidence  about  trends  in  normal  and  superior  subjects'  reading  achieve- 
ment as  well  as  to  extend  previous  studies  of  trends  in  retarded  sub- 
jects' reading  achievement. 

Subjeicts  in  this  phase  of  the  project  were  the  108  retarded  sub- 
jects, 108  normal  subjects,  and  92  superior  subjects.  Within  each 
group,  there  was  an  equal  number  of.  subjects  at  the  four  reading  instruc- 
tional levels. 
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The  subjects  were  taught  at  the  reading  instructional  levels 
3,  4,  or  5 in  the  Scott,  Foresiaan  New  Basic  Readers  program*  They 
were  administered  tests  to  assess  50  basal  reading  skills  taught  in 
the  basal  reading  program*  Tests  #1-#17  measuring  41  basal  reading 
skills  were  administered  in  the  fall  and  in  the  spring*  Tests  #19  and 
#20  measuring  eight  basal  reading  skills  were  administered  only  in  the 
spring*  Test  #18  measu7.ing  one  basal  reading  skill  was  administered 
only  in  the  fall* 

Data  used  to  assess  trends  were  subjects*  scores  on  the  fall 
administration  of  tests  #1-#17  and  subjects*  scores  on  tests  #18,  #19, 
and  #20*  These  data  were  analyzsed  in  this  way*  For  the  retarded, 
normal,  and  superior  groups  separately,  data  for  each  skill  were 
processed  in  a single  factor  analysis  of  variance*  The  variation 
among  reading  Instructional  levels  was  partitioned  into  linear,  and, 
where  degrees  of  freedom  were  available,  quadratic  and  cubic  components. 

Information  in  this  chapter  is  presented  in  separate  sections  for 
the  retarded,  normal,  and  superior  groups,  respectively*  Each  section 
contains  information  for  skills  in  the  six  categories;  identifying 
words  at  sight,  phonetic  analysis,  structural  analysis,  dictionary, 
word  functions,  and  comprehension*  For  each  category  of  skills,  the 
trends  are  described  for  each  skill  in  the  category*  A general  summary 
is  presented  after  data  are  considered  separately  for  the  retarded, 
normal,  and  superior  groups*  Appendix  R contains  the  results  of  the 
statistical  analyses.  The  text  Includes  descriptive  statistics  and 
relationships  indicated  by  theiv^tatistical  analyses.  Figures  2 through 
19  portraying  these  relationships  are  at  the  end.o'f  the  chapter. 

Retarded  Group 
Identifying  Words  at  Sight 

Table  12  includes  summary  data  for  the  trend  in  the  retarded 
subjects*  means  for  identifying  words  at  sight*  This  trend  is 
illustrated  in  Figure  2* 


TRENDS  IN  ACHIEVEMENT!  Retarded  Group 


SI 


The  trend  o£  the  means  was  significant*  It  was  linear  in  form* 
Subjects  at  reading  instructional  level  2 attained  about  28%  of  the 
possible  score  while  those  at  reading  instructional  level  5 attained 
about  51%* 


Table  12 


Summary:  Trends  in  Achievement  by  the 
Retarded  Group  — Identifying 
Words  at  Sight 


Basal  reading  skill/ 

Means  by  R*I*L* 

Trends 

Possible  score 

2 

3 

4 

5 

L Q C 

18*1  Identifying 
words  at  sight /48 

13*30 

15.52 

20*00 

24.52 

S NS  NS 

Phonetic  Analysis  Skills 


Table  13  contains  data  summarizing  trends  in  the  retarded  sub*> 
jects*  mean  scores  for  the  phonetic  analysis  skills*  Figure  3 consists 
of  Illustrations  of  these  trends*  Specific  relationships  for  each 
skill  are  described  below* 

Associating  Vowel  Letters  and  Sounds*  — At  reading  Instructional 
level  2,  the  retarded  subjects  attained  about  67%  of  the  total  possible 
score*  At  subsequent  reading  instructional  levels,  they  did  not  show 
a significant  change  in  level  of  achievement  on  associating  vowel 
letters  and  sounds;  !.*£*,  the  trend  of  the  means  was  not  significant* 

Associating  Consonant  Letters  and  Sounds . --At  reading  instruc- 
tional level  2,  the  retarded  subjects  achieved  about  847*  of  the  total 
possible  score*  Thereafter,  their  scores  on  associating  consonant 
letters  and  sounds  did  not  change  significantly* 
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Table  13 


Summary:  Trends  in  Achievement  by  the 
Retarded  Group  --  Phonetic 
Analysis  Skills 


Basal  reading  skill/ 
Possible  score 

Means  by  R.I.L. 

Trends 

2 

3 

4 

5 

L 

Q 

C 

10«1  Associating 
vowel  letters  and 
sohnds/lO 

6.70 

7.04 

6.85 

7.07 

NS 

NS 

NS 

10*2  Associating 
consonant  letters 
and  sounds /20 

. 16.81 

16.74 

16.48 

16.70 

NS 

NS 

NS 

10.3  Associating 
consonant  digraphs 
and  sounds /6 

,3.44 

3.44 

3.67 

3.63 

NS 

NS 

NS 

10.8  Associating 
consonant  blends 
and  sounds /22 

16.04 

14.89 

15.74 

15.56 

NS 

NS 

NS 

11.3  Using  spell- 
ing patterns/34 

10.96 

10.59 

14.00 

14.11 

S 

NS 

NS 

13.1  Identifying 
syllables  in 
orally  and  visually 
presented  short 
words /16 

Ml  mm 

10.67 

11.19 

12.67 

NS 

NS 

mm 

12.1  Identifying 
syllables  in 
visually  presented 
short  words/ 16 

-- 

9.15 

10.11 

11.41 

S 

NS 

— 

13.2  Identifying 
syllables  in  orally 
and  visually  pre- 
sented long  words/ 16 

mm 

2.85 

3.41 

4.07 

NS 

NS 

mm 

12.2  Identifying 
syllables  In  visually 
presented  long 
words/ 16 

mm 

2.33 

3.22 

3.70 

NS 

NS 

mm 
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Associating  Consonant  Digraphs  and  Sounds ♦ — The  retarded  sub- 
jects at  reading  instructional  level  2 achieved  about  57%  of  the  total 
possible  score  on  associating  consonant  digraphs  and  sounds*  Their 
level  of  achievement  did  not  change  significantly  at  subsequent  read- 
ing instructional  levels* 

Associating  Consonant  Blends  and  Sounds*  — At  reading  instruc- 
tional level  2 9 the  retarded  subjects  achieved  about  73%  of  the  total 
possible  score  for  associating  consonant  blends  and  sounds*  No  sig- 
nificant changes  in  achievement  occuinced  at  subsequent  reading  instruc- 
tional levels* 

Using  Spelling  Patterns,  — The  retarded  subjects  at  reading 
instructional  levels  2 and  3 attained  about  32%  of  the  total  possible 
score  on  using  spelling  patterns*  Then»  an  increment  occurred  at 
reading  instructional  levels  4 and  5.  The  trend  over  the  four  reading 
instructional  levels  was  generally  linear*  Subjects  at  reading 
instructional  level  5 attained  about  41%  of  the  possible  score* 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short 
Words*  — At  reading  instructional  level  3,  the  retarded  subjects 
attained  about  67%  of  the  total  possible  score  for  identifying  sylla- 
bles in  orally  and  visually  presented  short  words*  Thereafter,  the 
scores  did  not  change  significantly* 

Identifying  Syllables  in  Visttallv  Presented  Short  Words,  — On 
identifying  syllables  in  visually  presented  short  words,  the  retarded 
subjects  at  reading  instructional  level  3 attained  about  57%  of  the 
total  possible  score*  Subsequently,  th^  scores  changed  significantly* 
Generally,  the  trend  over  the  three  reading  instructional  levels  was 
linear* 

Identifying  Syllables  in  Orally  and  Visually  Presented  Long 
Words*  — At  reading  instriictional  level  3,  the  retarded  group  attained 
about  18%  of  the  total  possible  score*  Subsequently,  significant 
changes  did  not  occur  in  scores  for  identifying  syllables  in  orally 
and  visually  presented  long  words* 

Identifying  Syllables  in  Visually  Presented  Long  Words*  — 
Initially,  the  retarded  group  at  reading  instructional  level  3 attained 
about  15%  of  the  total  possible  score*  Thereafter,  no  significant 
changes  occurred  in  scores  on  identifying  syllables  in  visually  pre- 
sented long  words* 
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Structural  Analysis  Skills 

Information  about  trends  in  the  retarded  subjects*  means  for  the 
structural  analysis  skills  is  summarized  in  Table  14  • Figure  4 
contains  graphs*  Relationships  for  each  skill  are  described  below* 

Table  14 


Summary:  Trends  in  Achievement  by  the 

Retarded  Group  — Structural 
Analysis  Skills 


Basal  reading  skill/ 

Means  by  R*I*L* 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

3.1  Identifying 
components  of 
compounds /24 

1A.85 

18*11 

20*59 

21*22 

S 

NS 

NS 

4*1  Identifying 

roots,  endings, 
and  suffixes/ 12 

5*07 

5.85 

7.26 

7.59 

S 

NS 

NS 

4*2  Identifying 
roots  and 
prefixes/ 10 

1*56 

1*37 

3*41 

3.41 

S 

NS 

NS 

4*4  Identifying 

roots  and  multi- 
ple affixes/8 

2*52 

3*00 

3*89 

3*81 

S 

NS 

NS 

2.1  Translating 
contractions/ 12 

3.56 

4*81 

6.59 

6*44 

S 

NS 

NS 

4*3  Locating 

‘ ■ - 

roots  by  using 
root- change 
rules/ 14 

2*78 

3*67 

5.26 

5.89 

s 

NS 

NS 

1*1  Changing 
roots  by  using 
root-change 
rules/14 

1*22 

1*26 

2.15 

2*93 

s 

NS 

NS 
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Identifying  Cottponents  of  Compounds.  — At  reading  instructional 
level  2,  the  retarded  subjects  attained  about  62%  of  the  possible  score 
for  identifying  components  of  compound  words.  At  reading  instructional 
level  5,  they  attained  about  887..  The  trend  of  the  means  over  the  four 
reading  Instructional  levels  was  significant.  The  trend  was  generally 
linear. 

Identifying  Roots . Endings . and  Suffixes.  — At  the  initial 
point,  the  retarded  subjects  attained  about  42%  of  the  possible  score 
for  identifying  roots,  endings,  and  suffixes;  at  the  final  point, they 
attained  about  63%.  A significant  trend  was  present  in  the  means  over 
the  four  reading  Instructional  levels.  The  trend  was  primarily  linear. 

Identifying  Roots  and  Prefixes.  — The  retarded  subjects  at  read- 
ing Instructional  level  2 attained  about  16%  of  the  total  possible 
score  for  identifying  roots  and  prefixes;  at  reading  instructional 
level  5,  they  attained  about  34%.  Over  the  four  reading  instructional 
levels, a significant  trend  in  the  means  occurred.  This  tren^i  was 
generally  linear. 

Identifying  Roots  and  Multiple  Affixes.  — The  retarded  subjects* 
initial  level  of  attainment  on  the  skill,  identifying  roots  and  multi- 
ple affixes,  was  about  327.;  their  final  level  was  about  48%.  The 
trend  of  the  means  over  the  four  reading  instructional  levels  was 
significant.  This  trend  was  generally  linear. 

Translating  Contractions . — The  retarded  subjects  at  reading 
instructional  level  2 attained  about  307.  of  the  total  possible  score 
for . translating  contractions,  while  at  reading  Instructional  level  5, 
they  attained  approximately  54%.  A significant  trend  was  present  in 
the  means  over  the  four  reading  instructional  levels*  The  trend  was 
generally  linear. 

Locating  Roots  by  Using  Root-change  Rules.  — Initially,  the 
retarded  subjects  attained  about  207.  of  the  total  possible  score  on 
locating  roots  by  using  root-change  rules.  The  final  attainment  was 
about  427..  The  trend  in  the  means  over  the  four  reading  instructional 
levels  was  significant.  Generally^  the  trend  was  linear. 

Changing  Roots  by  Using  Root-change  Rules.  — The  retarded  sub- 
jects at  reading  Instructional  level  2 attained  about  9%  of  the  total 
possible  score  for  changing  roots  by  using  root-change  rules.  The 
subjects  at  reading  instructional  level  5 attained  about  21%.  A 
significant  trend  was  present  in  the  means  for  the  four  reading  instruc- 
tional levels.  This  trend  was  primarily  linear. 
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Dictionary  Skills 

Trends  in  the  retarded  subjects*  achievement  in  the  dictionary 
skills  over  the  several  instructional  levels  are  described  below. 

Table  15  contains  a summary  of  the  results  of  the  statistical  analyses. 
Figure  5 consists  of  graphs  portraying  relationships  for  each  skill. 
These  relationships  are  described  below. 

Table  15 


Summary;  Trends  in  Achievement  by  the 
Retarded  Group  — Dictionary 
Skills 


Basal  reading  skill/ 
Possible  score 

Means  by  R.l.L* 

Trends 

2 

3 

4 

5 

L Q C 

5.1  Identifying 
alphabetical  se- 
quences based  on 
first  letter/12 

— 

6.93 

8.8S 

9.52 

S NS  — 

5.2  Identifying 
alphabetical  se- 
quences baaed  on 
third  letter/12 

-- 

3.85 

6.41 

6.63 

S NS  — 

5.3  Identifying 
alphabetical  se- 
quences based  on  2.44  5.59  5.44  S NS 

first,  second,  or 
third  letter/12 


6.3  Using  dic- 
tionary guide 
words/30 

tm 

5.59 

7.89 

10.07 

1 

1 

CO 

CO 

7.1  Finding  defi- 

6.44 

S NS  — 

nitions  of  single 
entry  words/ 12 

wm  w» 

3.37 

4.07 
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Table  15  (Continued) 


Basal  reading' skill/ 

Means  by  R*X*L* 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q C 

7.2  Finding  defi- 
nitions of  multiple 
entry  words/ 16 

mm 

3*56 

4.78 

7*56 

S 

NS  — 

8.1  Selecting 
definitions  of 
single  entry 
words/ 16 

m m 

mm 

5.63 

6.48 

NS 

mm  mm 

8.2  Selecting 
definitions  of 
multiple  entry 
words/ 12 

— 

mm 

3#81 

4.U 

NS- 

— — 

9*1  Interpreting 
single  pronuncia- 
tion symbols/16 

w 

4*48 

4.85 

5.41 

NS 

NS  — 

9*2  Interpreting 
multiple  pronuncia- 
tion symbols/8 

mm 

1*63 

1*70 

1.96 

NS 

NS  — 

Identifying  Alphabetical  Sequences  Based  on  First  Letter* . At 
reading  instructional  level  3,  the  retarded  subjects  attained  about  58% 
of  the  possible  score  for  identifying  alphabetical  sequences  based  on 
first  letter*  At  reading  Instructional  level  5$  the  average  attainment 
was  about  79% * The  trend  of  the  means  over  the  three  reading  instruc- 
tional levels  was  significant*  This  trend  was  generally  linear* 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter* 
Initially,  the  retarded  subjects  attained  about  32%  of  the  total  pos- 
sible score  for  identifying  alphabetical  sequences  based  on  third 
letter*  At  the  final  reading  instructional  level,  the  group  attained 
about  55%  of  the  possible  score#  A significant  trend  was  apparent  in 
the  means  for  the  three  reading  instructional  levels*  The  trend  was 
generally  linear* 

Identifying  Alphabetical  Sequences  Based  on  First*  Second*  or 
Third  Letter  * **■*  The  retarded  subjects  at  reading  Instructional  level 
3 attained  about  20%  while  the  subjects  at  reading  Instructional  level 
5 attained  about  45%  of  the  possible  score  on  identifying  alphabetical 
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sequences  based  on  first,  second,  or  third  letter.  The  trend  of  the 
means  was  significant.  It  was  generally  linear. 

Using  Dictionary  Guide  Words.  — The  retarded  subjects*  initial 
average  attainment  was  about  19%]*  their  final  average  attainment  was 
about  34%  * The  trend  of  the  means  for  using  dictionary  guide  wo-ds 
was  significant.  This  trend  was  linear. 

Finding  Definitions  of  Single  Entry  Words.  — The  retarded  sub- 
jects at  reading  instructional  level  3 attained  about  28%  while  the 
subjects  at  reading  instructional  level  5 attained  about  54%  of  the 
total  possible  score  on  finding  definitions  o£  single  entry  words.  The 
trend  of  the  means  was  significant.  Generally,  the  trend  was  linear. 

Finding  pef ini t ions  of  Multiple  Entry  Words . — At  reading  instruc- 
tional level  3,  the  retarded  subjects  attained  about  22%  of  the  pos- 
sible score  for  finding  definitions  of  multiple  entry  words.  At  read- 
ing instructional  level  5,  the  subjects  attained  about  47%.  A signi- 
ficant trend  was  present.  This  trend  was  generally  linear. 

Selecting  Definitions  of  Single  Entry  Words.  — The  retarded 
subjects  at  reading  instructional  level  4 attained  about  357.  of  the 
total  possible  score.  There  was  no  significant  trend  in  the  means 
for  selecting  definitions  of  single  entiy  words. 

Selecting  Definitions  of  Multiple  Entry  Words.  — At  reading 
instructional  level  4,  the  average  attainment  was  approximately  327.. 

No  significant  trend  was  present  in  the  retarded  subjects*  means  for 
selecting  definitions  of  multiple  entry  words. 

Interpreting  Single  Pronunciation  Symbols.  — The  subjects* 
initial  average  attainment  for  interpreting  single' pronunciation 
symbols  was  about  28%.  No  significant  trend  was  present  in  the 
retarded  subjects*  means  for  interpreting  single  pronunciation  symbols. 

Interpreting  Multlnl'e  Pronunciation  Symbols . — The  retarded  sub- 
jects at  reading  instructional  level  3 attained  about  20%  of  the  total 
possible  score.  No  significant  trend  was  present  in  the  means  for 
interpreting  multiple  pronunciation  symbols. 


Word  Functions  Skills 

Data  reflecting  retarded  subjects*  trends  in  achievement  in  the 
word  functions  skills  are  in  Table  16  and  Figure  6 . 

described  below. 


These  data  are  • 
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Table  16 


Summary:  Trends  in  Achievement  by  the 

Retarded  Group  — Word 
Functions  Skills 


Basal  reading  skill/ 

Means  by  R.X.L. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

14.1  Recognizing 
functions  of 
nouns/ 12 

2.52 

3.52 

5.37 

4.96 

S 

NS 

NS 

14.2  Recognizing 
functions  of 
verbs/ 12 

2.30 

2.78 

5.07 

4.07 

S 

NS 

S 

14.3  Recognizing 
functions  of 
adjectives/ 12 

2.15 

2.74 

4.00 

4.63 

S 

NS 

NS 

14.4  Recognizing 
functions  of 
adverbs/ 12 

2.07 

2.33 

3.37 

3.63 

S 

NS 

NS 

15.1  Specifying 
functions  of 
nouns/ 12 

2.19 

2.63 

3.56 

3.74 

S 

NS 

NS 

15,2  Specifying 
functions  of 
verbs/ 12 

2.19 

2.67 

3.67 

3.74 

S 

NS 

NS 

15.3  Specifying 
functions  of 
adjectives/12 

1.37 

2.37 

3.48 

3.67 

S 

NS 

NS 

15.4  Specifying 
functions  of 
adverbs/ 12 

1.59 

2.52 

2.93 

2.56 

NS 

NS 

NS 

Recognizing  Functions  of  Nouns . — Retarded  subjects  at  reading 
Instructional  level  2 attained  about  21%  of  the  possible  score  for 
recognizing  functions  of  nouns  while  those  at  reading  instructional 
level  5 attained  about  41%.  The  trend  in  the  means  was  significant. 
It  was  primarily  linear  in  form. 
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Recognizing  Functions  of  Verbs*  — • The  trend  in  the  means  for 
recognizing  functions  of  verbs  was  significant*  It  was  cubic  in  form* 
The  percentages  of  the  possible  score  attained  by  the  stibjects  at  the 
four  reading  instructional  levels  were  about  19%»  23%«  42%»  and  34%, 
respectively*  The  pattern,  then,  was  small  increment,  large  Increment, 
decrement* 

Recognizing  Functions  of  Adlectives.  — - At  reading. instructional 
level  2,  retarded  subjects  attained  about  18%  of  the  possible  score  for 
recognizing  functions  of  adjectives*  Those  at  reading  instructional' 
level  5 attained  about  39%*  The  trend  of  the  means  over  .the  four 
reading  .instructional  levels  was  significant*  It  was  lln^r  in  form* 

. " . i * * 

Recognizing  Functions  of  Adverbs*  Subjects  at  reading  instruc- 
tional level  2 attained  about  17%  of  the  possible  score  for  recognizing 
functions  of.  adverbs  while  those  at  readinig  instructional  level  5 
attained  about  30%.  The  trend  of  the  means  was  significant*  It  was 
generally  linear  in  shape* 

Specifying  Functions  of  Nouns*  — For  specifying  functions  of 
nouns,  the  trend  of  the  retarded  subjects'  means  was  significant*  The 
trend  was  primarily  linear  in  shape*  Subjects  at  reading  instructional, 
level  2 attained  about  18%  of  the  possible  score  while  those  at  reading 
instructional  level  5 attained  about  31%. 

Specifying  Functions  of  Verbs*  — Retarded  subjects  at  reading 
instructional  level  2 attained  about  18%  of  the  score  possible  on 
specifying  functions  of  verbs*  Those  at  reading  instructional  level  5 
attained  about  31%.  The  trend  of  the  means  was  significant*  It  was 
linear  in  form. 

Specifying  Functions  of  Adlectives*  — At  reading  instructional 
level  2,  the  retarded  subjects  attained  about  11%  of  the  possible  score 
for  specifying  functions  of  adjectives;  at  reading  instructional  level 
5,  about  31%*  A significant  linear  trend  was  present  among  the  means* 

specifying  Functions  of  Adverbs*  ««  At  reading  Instructional  level 
2,  the  retarded  subjects  attained  about  13%  of  the  possible  score* 
Subsequently,  significant  increments  did  not  occur:  the  trend  of  the 

means  did  not  depart  significantly  from  zero* 


Comprehension  Skills 


]>ata  reflecting  trends  in  the  retarded  subjects^  achievement  in 
the  comprehension  skills  are  presented  in  Table  17  and  Figure  7* 
Relationships  for  each  skill  are  presented  below* 
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Table  17 


Summary:  Trends  in  Achievement  by  the 
Retarded  Group  — Comprehension 
Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

n 

\ 

Trends 

Possible  score 

2 

3 

4v. 

5 

1 

Q 

C 

16 •!  Identifying 
cause-effect  relation- 
ships directly  stated 
in  sentences/ 12 

6.63 

6.52 

8.67 

8.89 

S 

MS 

s 

17 .3  Identifying 
main  ideas 
directly  stated 
in  paragrfiphs/12 

3.63 

4.56 

5.89 

6.30 

S 

NS 

NS 

17. 1 Identifying 
main  ideas 
directly  stated 
in  stories/12 

2.96 

3.63 

4.07 

5.74 

S 

NS 

NS 

16*2  Identifying 
cause-effect  rela- 
tionships implied 
in  sentences/12 

5.78 

6.96 

8.37 

8.70 

S 

NS 

NS 

17.4  Identifying 
main  ideas 
implied  in 
paragraphs/12 

3.52 

4.04 

5.52 

5.78 

S 

NS 

NS 

17.2  Identifying 
main  ideas 
implied  in 
stories/ 12 

3.85 

4.78 

6.74 

6.85 

S 

NS 

NS 

17.5  Identifying 
details  in 
storles/24 

6.48 

8.78 

10.85 

11.30 

s 

NS 

NS 

19.1  Interpreting 
similes/8 

5.33 

5.44 

5.89 

6.22 

s 

NS 

NS 
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Table  17  (Continued) 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

19.2  Interpreting 
idioms /8 

3.70 

3.89 

4.78 

5.41 

S 

NS 

NS 

19.3  Interpreting 
hyperboles /8 

4.74 

5.11 

5.00 

4.89 

NS 

NS 

NS 

19.4  Interpreting 
personification/8 

3.85 

5.07 

6.15 

5.74 

S 

NS 

NS 

19,5  Interpreting 
metaphors /3 

2.85 

3.93 

4.74 

5.63 

s 

NS 

NS 

20.1  Predicting 
outcomes  and 
actions^/ 14 

5.48 

7.26 

6.48 

8.41 

s 

NS 

S 

20.2  Discriminating 
between  fact  and 
fiction°/lA 

6.15 

8.44 

7.26 

10.00 

s 

NS 

S 

20.3  Discriminating 
between  fact  and 
opinion®/ 14 

4.78 

5.19 

5.56 

6.59 

s 

NS 

NS 

a*b,c 

The  xnronnation  presented  here  about  trends  for  these  three 
critical  reading  skills  was  based  on  data  obtained  by  Ityers  (1967)  in 
her  study  conducted  in  conjunction  with  the  present  project.  \ 


Identifying  Cause-effect  Relationships  Directly  Stated  in 
Sentences.  — A significant  cubic  trend  was  present  in  the  means  for 
identifying  cause-effect  relationships  directly  stated  in  sentences. 
The  percentages  of  the  possible  score  attained  by  the  subjects  at  the 
respective  reading  instructional  levels  were  approximately  55%,  54%, 
727o,  and  74%.  The  pattern  was  the  following:  apparently  no  increment 

occurred  between  reading  instructional  levels  2 and  3 and  between 
reading  instructional  levels  4 and  5 while  an  increment  was  present 
between  reading  instructional  levels  3 and  4. 
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Identifying  Main  Ideas  Directly  Stated  iti  Paragraphs « — Retarded 
subjects  at  reading  instructional  level  2 attained  about  30^  of  the 
possible  score  for  identifying  main  ideas  directly  stated  in  paragraphs 
while  those  at  reading  Instructional  level  5 attained  about  53%«  The 
trend  of  the  means  was  significant.  It  was  primarily  linear  in  form. 

Identifying  Main  Ideas  Directly  Stated  in  Stories.  — The  retarded 
subjiects  at  reading  Instructional  level  2 attained  about  25%  while 
those  at  reading  instructional  level  5 attained  about  48%  pf  the  score 
possible  for  identifying  main  ideas  directly  stated  in  stories.  The 
trend  of  the  means  was  significant.  It  was  primarily  linear  in  form. 

Identifying  Cause-effect  Relationships  Implied  in  Sentences.  — A 
significant  linear  trend  was  present  among  the  means  for  identli^ing 
cause-effect  relationships  implied  in  sentences.  The  subjects  at  read- 
ing instructional  level  2 attained  about  43%  of  the  possible  score  xdiile 
the  subjects  at  reading  instructional  levCil  5 attained  about  73%. 

Identifying  Main  Ideas  Implied  in  Paragraphs.  -•  Subjects  at 
reading  instructional  level  2 attained  about  29%  of  the  possible  score 
while  those  at  reading  instructional  level  5 attained  about  48%.  The 
trend  of  the  means  was  significant.  It  was  primarily  linear. 

Identifying;  Main  Ideas  Implied  in  Stories.  — Retarded  subjects 
at  reading  instructional  level  2 attained > about  32%  6f  the  score 
possible  for  identifying  main  ideas  imp liadi  in  stories.  The  subjects 
at  reading  instructional  level  5 attained  about  577..  The  trend  of 
the  means  was  significant.  It  was  generally  linear  in  shape. 

Identifying  Details  in  Stories.  — At  reading  instructional  level 
2,  the  retarded  subjects  attained  about  277.  of  the  possible  score  for 
identifying  details  in  stories.  Those  at  reading  instructional  level 
5 attained  about  477«.  The  trend  of  the  means  was  significant.  The 
trend  was  primarily  linear. 

Interpreting  Similes.  — Retarded  subjects  at  reading  instruc- 
tional level  2 attained  about  677.  of  the  score  possible  for  inter- 
preting similes.  Those  at  reading  instructional  level  5 attained  about 
78%.  The  trend  of  the  means  was  significant.  It  was  generally  linear 
in  form. 

Interpreting  Idioms.  — At  reading  instructional  level  2,  the 
retarded  subjects  attained  approximately  46%  of  the  possible  score  for 
interpreting  idioms.  Those  at  reading  instructional  level  5 attained 
about  68%.  The  trend  of  the  means  was  significant*  It  was  primarily 
linear. 

Interpreting  Hyperboles.  — At  reading  instructional  level  2,  the 
retarded  subjects  attained  about  59%  of  the  score  possible  for  i.nter- 
pretlng  hyperboles.  The  trend  of  the  means  did  not  differ  signifi- 
cantly from  ^ero. 
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Interpreting  Personification^  — The  retarded  subjects  at  reading 
instructional  level  2 attained  about  48%  of  the  score  possible  for 
interpreting  personification.  Those  at  reading  instructional  level  5 
attained  approximately  72%.  The  trend  of  the  means  was  significant* 

It  was  generally  linear  in  shape. 

Interpreting  Metaphors.  -*->  At  reading  instructional  level  2,  the 
retarded  subjects  attained  about  36%  of  the  score  possible  for  inter- 
preting metaphors*  At  reading  instructional  level  5,  they  attained 
about  70%*  The  trend  of  the  means  was  significant*  It  was  linear  in 
shape. 

Myers*  (1967)  data  Indicated  that  trends  in  the  retarded  subjects* 
means  of  the  critical  reading  skills  were  significant.  Table  17  and 
Figure  7 contain  the  pertinent  data.  These  data  are  described  in  more 
detail  below. 

Predicting  Outcomes  and  Actions*  — The  trend  of  the  retarded  sub- 
jects* means  for  predicting  outcomes  and  actions  was  significant.  It 
was  cubic  in  shape.  At  the  four  reading  instructional  levels » the 
percentages  of  the  possible  score  which  the  subjects  attained  were 
approximately  39%,  52%,  46%,  and  607»,  respectively*  And  so,  the  pattern 
was  increment,  decrement,  increment. 

Discriminating  Between  Fact  and  Fiction.  Again,  the  trend  of 
the  retarded  subjects'  means  was  significant  and  cubic.  The  means  at  the 
four  respective  reading  instructional  levels  were  approximately  44%, 

60%,  52%,  and  71%*  The  pattern  was  increment,  decrement,  increment* 

Discrimtnafcinpi  Between  Fact  and  Opinion*  — The  trend  of  the 
retarded  subjects'  means  on  discriminating  between  fact  and  opinion  was 
significantly  linear*  The  percentages  of  the  total  possible  score  which 
the  subjects  attained  at  reading  instructional  levels  2 and  5 were  about 
34%  and  477.,  respectively. 


Mormal  Group 

Identifying  Words  at  Sight 

Table  18  and  Figure  8 contain  data  reflecting  the  trend  In  the 
normal  group's  achievement  in  identifying  words  at  sight.  Subjects  at 
reading  instructional  level  2 attained  about  24%  of  the  possible  score 
for  identifying  words  at  sight  while  those  at  reading  instructional  level 
5 attained  about  55%*  The  trend  of  the  means  was  signlf^xant*  It  was 
linear  in  shape* 
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Table  18 


Summary:  Trends  In  Achievement  by  the 

Normal  Group  — Identifying 
Words  at  Sight 


Basal  reading  skill/ 

Means  by  R.I.l 

Trends 

Possible  score 

2 

3 4 

5 

L Q C 

18*1  Identifying 
words  at  slght/48 

11.63 

17.22  22*04 

26.44 

S NS  NS 

Phonetic  Analysis  Skills 
Presented  In  Table  19  are  data  summarising 

the  trends 

In  the 

normal  subjects'  mean  scores  for  the  phonetic  analysis  skills*  These 
data  are  portrayed  graphically  In  Figure  9*  Specific  relationships 
are  described  below. 


Associating  Vowel  Letters  and  Sounds.  — The  normal  subjects* 
mean  at  reading  Instructional  level  2 was  about  70%  of  the  total  score 
possible*  No  significant  trend  was  present  In  the  means  for  associat- 
ing vowel  letters  and  sounds* 

Associating  Consonant  Letters  and  Sounds*  — No  significant  trend 
was  evident  In  the  means  for  associating  consonant  letters  and  sounds. 

At  reading  Instructional  level  2^  the  normal  subjects  averaged  about 
87%  of  the  total  possible  score* 

Associating  Consonant  Digraphs  and  Sounds*  — A significant  trend 
was  present  In  the  means  for  associating  consonant  digraphs  and  sounds. 

It  was  cubic*  The  normal  subjects'  average  attainments  of  the  possible 
score  at  the  four  reading  instructional  levels  were  approximately  63%, 
54%,  66%,  and  62%,  respectively*  The  pattern  of  the  means  was  decrement. 
Increment,  decrement* 

Associating  Consonant  Blends  and  Sounds.  — The  normal  subjects 
attained  about  70%  of  the  total  possible  score  at  reading  Instructional ' 
level  2 and  about  83%  at  reading  Instructional  level  5*  A significant 
trend  was  present  In  the  four  means  for  associating  consonant  blends 
and  sounds*  It  was  generally  linear* 
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Table  19 


Summary:  Trends  in  Achievement  by  tlie 
Normal  Group  — Phonetic 
Analysis  Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 

3 

4 

5 

II 

Q 

C 

10c 1 Associating 
vowel  letters  and 

6.96 

. 7.67 

7.30 

7.56 

NS 

NS 

NS. 

sounds/10 

< , 

10*2  Associating 
consonant  letters 
and  sounds/20 

17.33 

17.78 

16.85 

17.63 

NS 

NS 

NS 

10*3  Associating 
consonant  digraphs 
and  sounds /6 

. 3.78 

3.26 

3.93 

3.70 

NS 

NS 

S 

10.8  Associating 
consonant  blends 
and  sounds/ 22 

15.33 

16.52 

16.52 

18.22 

S 

NS 

NS 

11*3  Using  spell- 
ing pattema/34 

12.00 

15.63 

17.07 

17.93 

s 

NS 

NS 

13.1  Identifying 
syllables  in  orally 
and  visually  pre- 
sented short  words/16 

■iM 

12.52 

13.63 

15.00 

s 

NS 

mm 

12.1  Identifying 
syllables  in 
visually  presented 
short  words/16 

— 

9.74 

12.30 

13.33 

s 

NS 

mm 

13.2  Identifying 
syllables  in  orally 
and  visually  pre- 
sented long  words/16 

7.93 

6.63 

10.11 

NS 

S 

— 

12.2  Identifying 
syllables  in 
visually  presented 
long  words/16 

— 

4.07 

4.52 

6.61 

s 

NS 

mm 
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.UsinR  SpellltiB;  Patterns  * — At  reading  instructional  level  2,  the 
normal  subjects  attained  about  35%  of  the  total  possible  score  while 
the  subjects  at  reading  instructional  level  5 attained  about  53%.  The 
trend  of  the  means  for  using  spelling  patterns  was  significant*  The 
trend  was  primarily  linear* 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short 
Words*  — At  reading  instructional  level  3,  the  normal  subjects  attained 
about  787*  of  the  total  possible  score  while  at  reading  Instructional 
level  5 the  subjects  attained  about  94%.  A significant  trend  was  present 
in  the  means  for  identifying  syllables  in  orally  and  visually  presented 
short  words.  This  trend  was  linear. 

Identifying  Syllables  in  Visually  Presented  Short  Words*  — A 
significant  linear  trend  was  present  among  the  normal  subjects*  means 
for  identifying  syllables  in  visually  presented  short  words*  At  reading 
Instructional  level  3,  the  mean  attainment  was  about  61%;  at  reading 
instructional  level  5,  the  mean  attainment  was  about  83% * 

Identifying  Syllables  in  Orally  and  Visually  Presented  Long 
WOr<^*  --  The  average  attainments  at  reading  instructional  levels  3,  4, 
and  5 were  approsdmately  50%,  41%,  and  63%,  respectively.  A significant 
quadratic  trend  was  present*  The  pattern  for  identifying  syllables  in 
orally  and  visually  presented  long  words  ivae  a decrement  followed  by 
an  increment. 

Identifying  Syllables  in  Visually  Presented  Long  Words  * — A 
significant  linear  trend  was  present  in  the  means  for  identifying 
syllables  in  visually  presented  long  words*  At  reading  instructional 
level  3,  the  normal  group  attained  about  257*  of  the  total  possible 
score;  the  mean  attainment  at  reading  instructional  level  5 was  about 
4l%* 


Structural  Analysis  Skills 


The  data  summarized  in  Table  20  portray  the  results  of  the  trend 
analyses  of  the  normal  groups'  means  for  the  stnictural  analysis  skills* 
Corresponding  graphs  are  in  Figure  10  . Relationships  for  each  skill 
are  described  in  detail  below* 

Identifying  Components  of  Compounds*  — At  reading  instructional 
level  2,  the  normal  subjects  attained  about  53%  of  the  possible  score 
for  identifying  components  of  compounds*  The  subjects  at  reading 
instructional  level  5 attained  about  97%*  The  trend  of  the  means  was 
significant*  It  was  linear  in  form* 
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table  20 


SuDocoary:  Trends  In  AchieveiEent  by  the 
Normal  Group  — Structural 
Analysis  Skills 


Basal  reading  skill/ 

Means  by  R.I-.L. 

Trends 

Possible  score  2 

3 4 5 

L Q C 

3.1  Identifying 

S NS  NS 

components  of  12,67 

compounds /24.. 

17.26  19.74  23.30 

4,1  Identifying 

roots,  endings,  5.19  6.74  6.81  9.33  S NS  S 

and  stoffixes/12 


4.2  Identifying 

roots  and  0.48  2.41  4.78  7.59  S NS  NS 

preflxes/10 


4.4  Identifying 

roots  and  multi*  1.74  3.33  4.44  6.11  S NS  NS 

pie  affixes/8 


2.1  Translating 
contractions/12 

5.33 

4.89 

7.81 

9.74 

S 

s 

NS 

4.3  Locating 

roots  by  using 

root-change 

rules/14 

2.15 

5.22 

6.63 

10.81 

S 

NS 

NS 

1.1  Changing 

roots  by  using 

root-change 

rules/14 

0.44 

2.07 

3.41 

6.22 

s 

NS 

NS 

Identifying  Roots , Endings,  and  Suffixes.  — For  the  four  reading 
instructional  levels,  the  percentages  'uhlch  the  normal  subjects  attained 
were  approximately  437.,  567.,  577.,  and  787.,  respectively.  A significant 
cubic  trend  was  present  for  Identifying  roots,  endings,  and  suffixes. 
Increments  were  present  between  reading  instructional  levels  2 and  3 
and  reading  instructional  levels  4 and  5,  while  no  apparent  change 
occurred  between  reading  instructional  levels  3 and  4. 
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Identifying  Roots  and  Prefixes,  — The  normal  subjeots  at  reading 
instructional  level  2 achieved  about  5%  of  the  total  possible  score 
for  identifying  roots  and  prefixes.  The  subjects  at  reading  instruc- 
tional level  5 attained  about  76%.  The  trend  of  the  mcians  over  the 
four  instructional  levels  was  significant.  It  was  linear  in  shape. 

Identifying  Roots  and  Multiple  Affixes.  — For  the  skill,  identi- 
fying roots  and  multiple  affixes,  the  normal  subjects  at  reading 
instructional  level  2 achieved  about  22%  of  the  total  possible  score 
while  the  subjects  at  reading  instructional  level  5 achieved  about  767#« 
The  trend  was  significant;  it  was  linear  in  shape. 

Translating  Contractions.  — A significant  quadratic  trend  was 
present  in  the  normal  subjects*  means  for  translating  contractions. 

The  levels  of  attainment  of  the  total  possible  score  were  approximately 
44%,  417o,  65%,  and  81%  for  the  respective  four  reading  instructional 
levels.  Between  reading  instructional  levels  2 and  3,  the  subjects 
did  not  differ  or  showed  slight  decrement;  then,  between  reading 
Instructional  levels  3,  4,  and  5,  they  showed  positive  increments. 

Locating  Roots  by  Using  Root-change  Rules . — The  normal  subjects 
at  reading  Instructional  level  2 attained  about  157.  of  the  total  score 
possible  on  locating  roots  by  using  root-change  rules;  at  reading 
instructional  level  5,  the  subjects  attained  about  77%.  The  trend  of 
the  means  was  significant.  It  was  linear  in  shape. 

Changing  Roots  by  Using  Root-change  Rules . — The  normal  subjects 
at  reading  instructional  level  2 attained  about  3%  while  the  subjects 
at  reading  instructional  level  5 achieved  about  44%  of  the  score  possi- 
ble for  changing  roots  by  using  root-change  rules.  The  trend  of  the 
means  differed  significantly  from  zero.  The  trend  was  linear  in  nature. 


Dictionary  $kllls 


Data  reflecting  the  normal  subjects'  trends  in  achievement  in 
dictionary  skills  are  presented  in  Table  21  and  Figure  11.  Specific 
relationships  are  described  below* 

Identifying  Alphabetical  Sequences  Based  on  First  Letter.  — The 
normal  subjects  at  reading  instructional  level  3 attained  about  70%  of 
the  total  possible  score  while  the  subjects  at  reading  Instructional 
level  5 attained  about  94%  on  identifying  alphabetical  sequences  based 
on  first  letter.  The  trend  of  the  means  was  significant.  It  was 
linear  in  form. 
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Table  21 


Summary  s Trends  in  Achievement  by  the 
Normal  Group  Dictionary 
Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

f'ossibie  score 

2 

3 

4 5 

h 

Q C 

5.1  Identifying 
alphabetical  se- 
quences based  on 
first  letter/12 

tmwm 

8.44 

9.89  11.33 

S 

NS  — 

5.2  Identifying 
alphabetical  se- 
quences based  on 
third  letter/ 12 

mmm 

3.11 

6.93  10.30 

S 

NS  — 

5*3  Identifying 
alphabetical  se- 
quences based  on  — 1.67  3.33  8.15  S NS  — 

first,  second,  or 
third  letter/ 12 


6.3  Using  dic- 
tionary guide 
words /30 

tm  «• 

6.7lt 

9.00 

17.15 

S 

s — 

7.1  Finding  defini- 
tions of  single 
entry  words/ 12 

tm  am 

3.04 

4.15 

9.89 

S 

* 1 

s — 

7.2  Finding  defini- 
tions of  multiple 
entry  words/ 16 

mam 

2.85 

4.00 

12.67 

S 

s 

8.1  Selecting 
definitions  of 
single  entry 
words/16 

— 

mmm 

4.52 

9.48 

S 

— — 

8.2  Selecting 
definitions  of 
multiple  entry 
words/ 12 

— 

mm  mm 

3.63 

6.78 

s 

* >■ 

1 . 

m tm  mmwm 
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Table  21  (Continued) 


Basal  reading  skill/ 

Means  by  R,I,L, 

Trends 

Fosslble  score 

2 

3 

4 

5 

1 <J  c 

9,1  Interpreting 
single  prdnuncla-* 
tion  symbols/16 

4.59 

7.11 

8,11 

1 

1 

CO 

9,2  Interpreting 
multiple  pronuncia- 

mmt 

0,70 

2.07 

1.44 

NS  S °° 

tion  symbols/8 

- - . -- 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter,  — At 
reading  instructional  level  3,  the  normal  subjects  attained  about  26% 
of  the  possible  score  on  identifying  alphabetical  sequences  based  on 
third  letter;  the  subjects  at  reading  instructional  level  5,  about  86%, 
The  trend  of  the  means  was  significant  and  linear. 

Identifying  Alphabetical  Sequences  Based  on  First,  Second,  or 
Third  Letter,  — The  subjects  at  reading  Instructional  level  3 attained 
about  14%  of  the  score  possible  on  identifying  alphabetical  sequences 
based  on  firsts  second,  or  third  letter,  while  the  subjects  at  reading 
Instructional  level  5 attained  about  6^o*  The  trend  was  significant. 

It  was  generally  linear  In  form. 

Using  Dictionary  Guide  Words,  — Of  the  total  possible  score  on 
using  dictionary  guide  words,  the  subjects  at  reading  instructional 
levels  3,  4,  and  5 attained  about  227,,  about  30%,  and  about  57%, 
respectively,  A sl^lficant  quadratic  trend  was  present.  The  pattern 
was  one  of  progressively  larger  increments. 

Finding  Definitions  of  Single  Entry  Words,  — A significant 
quadratic  trend  was  present  for  finding  definitions  of  single  entry 
words.  The  percentages  attained  over  the  three  reading  Instructional 
levels  were  approximately  25%,  35%,  and  82%,  respectively.  The  pattern 
was  again  one  of  progressively  larger  increments. 

Finding  Definitions  of  Multiple ' Entry  Words,  — Again,  a significant 
quadratic  trend  was  present  with  the  pattern  being  one  of  progressively 
larger  increments.  For  finding  definitions  of  multiple  entry  words,  the 
percentages  of  the  possible  score  which  the  subjects  attained  at  the 
three  instructional  levels  were  approximately  18%,  25%,  and  79%, 
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Selecting  Definitions  of  Single  Entry  Words.  --  The  subjects  at 
reading  instructional  levels  4 and  5 attained  about  28%  and  597o, 
respectively,  of  the  total  possible  score  on  selecting  definitions 
of  single  entry  words.  The  trend  was  significant  and,  since  there 
were  only  two  points,  the  trend  was  linear. 

Selecting  Definitions  of  Multiple  Entry  Words.  — At  reading 
instructional  level  4,  the  normal  subjects  attained  about  30%  of  the 
possible  score  on  selecting  definitions  of  multiple  entry  words,  while 
the  subjects  at  reading  instructional  level  5 attained  about  57%.  The 
trend  was  significant  and,  necessarily,  linear. 

Interpreting  Single  Pronunciation  Symbols.  --  At  reading  instruc- 
tional level  3,  the  normal  subjects  attained  about  29%  of  the  possible 
score  for  interpreting  single  pronunciation  symbols  while  the  subjects 
at  reading  Instructional  level  5 attained  about  51%.  The  trend  of 
the  means  was  significant.  It  was  primarily  linear. 

Interpreting  Multiple  Pronunciation  Symbols.  --  A significant 
quadratic  trend  described  the  means  of  interpreting  multiple  pronun- 
ciation symbols.  The  percentages  of  the  possible  score  attained  at 
the  three  reading  instructional  levels  were  approximately  97o,  26%,  and 
187o,  respectively.  The  pattern  was  increment  and  then  decrement. 


Word  Functions  Skills 


Table  22  and  Figure  12  portray  the  results  of  the  trend  analyses 
of  the  normal  subjects*  achievement  for  the  word  functions  skills. 
Specific  relationships  are  described  below. 

Recogniging  Functions  of  Notms.  — A significant  quadratic  trend 
was  present  in  the  means  for  recognising  functions  of  nouns.  At  read- 
ing instructional  levels  2,  3,  4,  and  5,  the  percentages  attained 
were  about  29%,  28%,  38%,  and  59%,  respectively.  The  pattern  was 
primarily  one  of  progressively  larger  increments. 

Recognizing  Functions  of  Verbs.  — The  normal  subjects  at  reading 
Instructional  level  2 attained  about  18%  of  the  possible  score  while 
the  subjects  at  reading  instructional  level  5 attained  about  56%.  The 
trend  of  the  means  for  recognizing  functions  of  verbs  was  significantly 
different  from  zero.  It  was  primarily  linear. 
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Table  22 


Summary:  Trends  in  Achievement  by  the 

Normal  Group  — Word 
Functions  Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 

3 

4 5 

L 

Q 

C 

14.1  Recognizing 
functions  of 
nouns/ 12 

3.52 

3.30 

4.56  7.11 

S 

S 

NS 

14.2  Recognizing 
functions  of 
verbs/ 12 

2.15 

3.00 

4.56  6.66 

S 

NS 

NS 

14.3  Recognizing 
functions  of 
adjectives/ 12 

2.26 

2.44 

3.22  5.67 

S 

S 

NS 

14.4  Recognizing 
functions  of 
adverbs/ 12 

2.37 

2.19 

2.74  4.89 

S 

s 

NS 

15.1  Specifying 
functions  of 
nouns/ 12 

2.41 

2.78 

3.04  4.52 

S 

NS 

NS 

15.2  Specifying 
functions  of 
verbs/ 12 

2.26 

2.70 

3.89  5.15 

s 

NS 

NS 

15.3  Specifying 
functions  of 
adjectives/ 12 

2.04 

2.44 

2.89  4.22 

s 

NS 

NS 

15.4  Specifying 
functions  of 
adverbs/ 12 

2.15 

2.44 

1.93  2.78 

NS 

NS 

NS 

Recognizing  Functions  of  Adjectives.  — A significant  quadratic 
trend  was  present  in  the  means  for  recognizing  functions  of  adjectives. 
The  percentages  attained  by  normal  subjects  at  the  four  reading  ins true 
tional  levels  were  approximately  19%,  20%,  27%,  and  47%,  respectively. 
The  pattern  was  this:  no  apparent  increment  occurred  between  reading 

instructional  levels  2 and  3;  then,  the  increments  were  progressively 
larger. 
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Recotehlzlng  Functions  of  Adverbs*  --  llsre  agdln^  a significant 
Quadratic  trend  was  present  In  thS  lidrinal  Subjects'  means*  That  ls« 
the  percentages  of  the  possible  scotS  \dileh  the  subjects  attained  for 
recognizing  functions  of  adverbs  were  approximately  ^3%»  and 

41%,  respectively.  The  pattern,  then,  was  one  of  no  apparent  differences 
between  reading  instriictlonal  levels  2 and  3 and  then  successively 
larger  Increments. 

Specifying  Functions  of  Nouns.  — The  normal  sub j^ts  at  reading 
Instructional  level  2 attained  about  20?^.  while  the  subjects  at  reading 
Instructional  level  5 attained  approximately  38%  of  the  possible  score 
for  specifying  functions  of  nouns,  ^e  trend  of  the  means  was  slgnlfir 
cant.  It  was  generally  linear. 

S^pecifylng  Functions  of  Verbs.  — Again,  a significant  linear, 
trend  was  present.  The  normal  subjects  at  reading  instructional  level 
2 attained  approximately  19%  for  specifying  functions  of  verbs.  The 
subjects  at  reading  instructional  level  5 attained  about  43%. 

Specifying  Functions  of  Adjectives.  — The  normal  subjects'  mean 
at  reading  Instructional  level  2 was  approximately  17%  of  the  possible 
score  for  specifying  functions  of  adjectives;  at  reading  instructional 
level  5,  about  35%.  The  trend  was  significant.  It  was  generally 
linear. 

Specifying  Functions  of  Adverbs.  — At  reading  instructional  level 
2,  the  subjects  attained  about  18%  of  the  possible  score.  The  trend  In 
the  means  for  specifying  functions  of  adverbs  did  not  depart  sig^tlfi- 
cantly  from  zero. 


Comprehension  Skills 


Table  23  and  Figure  13  contain  the  data  for  the  normal  subjects' 
trends  In  achievement  In  the  comprehension  skills.  Specific  relation* 
ships  are  described  below. 

Identifying  Cause*effect  Relationships  Directly  Stated  In 
Sentences.  -*  A significant  cubic  trend  was  present  in  the  normal  sub* 
jects'  means  for  identifying  cause*effect  relationships  directly  stated 
in  sentences.  At  the  four  reading  instructional  levels  the  approximate 
percentages  of  the  possible  score  \diich  the  subjects  attained  were  56%, 
60%,  75%,  and  77%,  respectively.  The  pattern  was  this:  smaller 

increment,  larger  increment,  smaller  Increment. 

Identifying  Main  Ideas  Directly  Stated  In  Paragraphs.***  The  normal 
subjects  at  reading  Instructional  level  2 attained  33%  of  the  possible 
score  for  identifying  main  Ideas  directly  stated  in  paragraphs.  The 
group  at  reading  instructional  level  5 attained  about  59%*  'l^he  trend 
was  significant.  It  was  primarily  linear. 
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Table  23 


Sunmarys  Trends  In  Achievement  by  the 
Normal  Group  -*«’  Gon^rehenslon 
Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  ..score 

2 

3 

4 

5 

L 

Q 

C 

16 •!  Identifying 
cause-effect  relation- 
ships directly  stated 
in  sentences/ 12 

6.70 

7.30 

9.04 

9.22 

s 

NS 

s 

17 « 3 Identifying 
main  ideas 
directly  stated 
in  paragraphs/12 

3.96 

5.07 

6.70 

7.11 

S 

NS 

NS 

17*1  Xdenti^lng 
main  ideas 
directly  stated 
in  stories/12 

3.33 

4.67 

5.70 

6.81 

S 

NS 

NS 

16 • 2 Identifying 
cause-effect  rela- 
tionships implied 
in  sentences/ 12 

6.22 

7.52 

8.70 

9.59 

S 

NS 

NS 

17*4  Identifying 
main  ideas 
in^lied  in 
paragraphs/12 

3.59 

4.41 

6.15 

7.89 

s 

NS 

NS 

17*2  Identifying 
main  ideas 
implied  in 
stories/ 12 

4.59 

5.18 

6.37 

7.44 

s 

NS 

NS 

17*3  Identifying 
details  in 
stories /24 

6.19 

7.41 

12.00 

15.52 

s 

NS 

NS 

19 . 1 Interpreting 
similes/8 

6.67 

6.48 

6.89 

6.67 

NS 

NS 

NS 
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Table  23  (Continued) 

Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

19.2  Interpreting 
idioms /8 

5.00 

5.26 

6.67 

5.70 

S 

NS 

S 

19.3  Interpreting 
hyperboles /8 

5.82 

5.70 

6.59 

5.89 

NS 

NS 

NS 

19.4  Interpreting 
personificat ion/8 

6.33 

6.26 

7.41 

6.82 

S 

NS 

S 

19.5  Interpreting 
metaphors/8 

4.52 

4.89 

5.48 

6.11 

s 

NS 

NS 

20.1  Predicting 
outcomes  and 
actions®/ 14 

6.63 

6.78 

7.30 

8.59 

s 

NS 

NS 

20.2  Discriminating 

between  fact  and 
fi<ition®/14 

7.19 

8.19 

9.00 

9.81 

s 

NS 

NS 

20.3  Discriminating 
between  fact  and 
opinion®/ 14 

6.52 

6.15 

6.85 

6.96 

NS 

NS 

NS 

* * The  Infonoatlon  presented  here  about  trends  in  these  three 
critical  reading  skills  was  based  on  data  obtained  by  l^ers  (1967)  in 
her  study  conducted  in  conjunction  with  the  present  project. 


Identifying  Main  Ideas  Directly  Stated  ^ Stories.  — Again,  a 
significant  linear  trend  was  present  in  the  means.  The  normal  subjects 
at  reading  instructional  level  2 attained  about  28%  of  the  score  possi- 
ble for  identifying  main  ideas  directly  stated  in  stories  while  the 
subjects  at  reading  instructional  level  5 attained  about  57%. 

Identifying  Cause-effect  Relationships  Implied  in  Sentences.  — At 
reading  instructional  level  2,  the  normal  subjects  attained  about  52% 
of  the  possible  score  for  identifying  cause-effect  relationships  implied 
in  sentences.  The  subjects  at  reading  instructional  level  5 attained 
about  80%.  The  trend  of  the  means  departed  significantly  frcmi  zero. 

It  was  linear  in  form. 
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Identifying  Main  Ideas  li^lied  to  Paragraphs.  — , The  normal  sub- 
jects  at  reading  ins  true tional  levels  2 and  5,  respectively  ,.  ,attai.ned 
about  30%  and  66%  of  the  score  possible  for  identifying  main  ideas 
implied  to  paragraphs.  A significant  linear  trend  was  present  in  the 
means. 

Identifying  Main  Ideas  Implied  to  Stories.  — Again,  a significant 
linear  trend  was  present.  At  reading  instructional  level  2,  the  normal 
subjects  attained  about  38%  of  the  score  possible  for  identifying  main  • 
ideas  implied  in  stories.  The  subjects  at  reading  instructional  level 
5 attained  approximately  62%. 

Identifying  Details  in  Stories.  --  The  noxrmal  subjects  at  reading 
instructional  level.  2 attained  26%  while  the  normal  subjects,  at.  reading 
instructional  level  5 attained  65%  of  the  score  possible  for  identifying 
details  to  stories.  The  trend  was  significant  and  linear  in  form. 

Interpreting  Similes.  — The  normal  subjects  at  reading  instruc- 
tional, level  2 attained  83%  Of  the  possible  score  f or . tote^reting 
similes.  No  significant  differences  occurred  at  subsequeiit  reading 
Instructional  levels;  that  is,  the  trend  of  the  means  did  not.  depart 
significantly  from  zero. 

...  v“ , ../.A*-! 

Interpreting  Idioms . — A significant' cub to  trend  was  present  in 
the  means  for  interpreting  Idioms.  Hie  percentages  attained  at  the 
four  respective  reading  instructional  levels  were  about  63%,  66%,  83%, 
and  71%.  The  pattern  of  increments  was  the  following:  small  increment, 

large  increment,  decrement. 

Interpreting  Hyperboles.  — At  reading  instructional  level  2,  the 
normal  subjects  attained  about  73%  of  the  possible  score  for  interpreting 
hyperboles.  At  subsequent  reading  instructional  levels,  si^if leant 
changes  to  the  means  did  not  occur*  That  is,  the  trend  of  the  means 
did  not  depart  significantly  from  zero. 

Interpreting  Personification.  --  A significant  cubic  trend  charac- 
terized the  means  for  interpreting  personification.  At  the  four  reading 
instructional  levels,  the  approximate  percentages  attained  were  79%,  787o, 
937o,  and  85%,  respectively.  Thus,  the  pattern  of  differences  was  no 
change,  increment,  decrement. 

Interpreting  Metaphors.  — At  reading  instructional  level  2,  the 
normal  subjects  attained  about  57%  of  the  score  possible  for  inter- 
preting n^taphors;  at  reading  instructional  level  5,  about  76%.  The 
trend  of  the  means  over  reading  instructional  levels  differed 
significantly  from  zero.  It  was  linear. 
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Data  aispplied  by  ^yeire  (1967)  pertained  to  the  trends  of  normal 
subjects*  means  on  the  critical  reading  skills*  Table  23  and  Figure  13 
include  relevant  data*  These  data  are  described  below* 

j^edictii^  Outcomes  and  Actions.  — The  trend  of  the  normal  sub- 
jects means  for  predicting  outcomes  and  actions  was  significant.  It 
was  linear  in  form*  The  approximate  percentages  of  the  total  possible 
score  were  47%  and  61%  for  reading  instructional  levels  2. and  5, 
respectively.  ^ 

Discriminating  Between  Pact  and  Fiction*  — The  normal  subjects  at 
reading  instructional  level  2 attained  about  51%  of  the  possible  score 
Jor  dlscrtolnattag  between  fact  and  fiction.  Subjects  at  reading 
instructional  level  5 attained  about  70%*  The  trend  of  the  means  was 
significantly  linear* 

Plscriminating  Between  Fact  and  Opinion*  — The  normal  subjects  at 
riding  ii^tructional  level  2 attained  about  47%  of  the  score  possible 
tor  uiscriminatlag  between  fact  and  opinion*  The  trend  of  the  means 
was  not  significant* 


Superior  Group 
Identifying  Words  at  Si^t 

In  Table  24  and  Figure  14  are  data  reflecting  die  trend  of  the 
superior  subjects' means  on  identifying  words  at  slj^t*  The  subjects 
attained  approximately  227**  52%,  64%,  and  77%  of  the  possible  score 
at  reading  instructional  levels  2,  3,  4,  and  5,  respectively*  The 
trend  of  the  means  was  significant*  It  was  quadratic  in  form.  The 
pattern  was  this:  large  increment  between  reading-  lnstrtscticniai<..levels 

2 and  3 and  about  equal  increments*  siibsequently* 
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Table  24 


Summary;  Trends  in  Achievement  by  the 
Superior  Group  — Identifying 


Words  at  Sight 

Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 3 4 5 

L Q C 

18.1  Identifying 
words  at  sight/48 

10.61  25.04  30.57  36.74 

S S NS 

Phonetic  Analysis  Skills 

Table  25  contains  a summary  of  the  analyses  of  the  trends  of  the 
superior  subjects'  means  for  the  phonetic  analysis  skills.  Figure  15 
is  composed  of  graphs  portraying  average  performance  at  the  several 
reading  instructional  levels.  Specific  relationships  are  described 
below. 

Associating  Vowel  Letters  and  Sounds.  — The  superior  subjects  at 
reading  instructional  level  2 attained  about  747o  and  the  subjects  at 
reading  Instructional  level  5 attained  about  84%  of  the  total  possible 
score  for  associating  vowel  letters  and  sounds.  The  trend  of  the  means 
differed  significantly  from  zero.  The  trend  was  very  generally  linear. 

Associating  Consonant  Letters  and  Sounds.  — A significant  cubic 
trend  was  present  among  the  superior  subjects'  means  for  associating 
consonant  letters  and  sounds.  The  percentages  of  the  total  possible 
score  attained  at  reading  instructional  levels  2,  3,  4,  and  5 were 
approximately  91%,  95%,  84%,  and  917o,  respectively.  The  pattern  was 
increment,  decrement,  increment. 

Associating  Consonant  Digraphs  and  Sounds . — For  the  skill, 
associating  consonant  digraphs  and  sounds,  a significant  cubic  trend  was 
also  present.  At  the  respective  reading  instructional  levels  from  2 
through  5,  the  percentages  of  the  total  possible  score  which. the 
superior  subjects  attained  were  approximately  637»,  75%,  66%,  and  787». 

The  pattern  of  the  means,  then,  was  increment,  decrement.  Increment. 
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Table  25 


Simmaxy:  Trends  in  Achievement  by  the 
Superior  Group  — -Phonetic 
Analysis  Skills 


Basal  reading  skill/ 

Means  by  R.I.Ii. 

Trends 

« * 6 

Possible  score 

2 

3 

4 

5 

L 

Q 

G 

10«1  Associating 
vowel  letters  and 

7.39 

7.39 

7.43 

8.39 

S 

MS 

MS 

sounds/10 

• 

• 

10.2  Associating 
consonant  letters 
and  sounds/20 

18.22 

19.04 

16.78 

18.22 

MS 

MS 

S 

10. 3 Associating 

consonant  digraphs 
and  sounds/6 

3.78 

4.52 

3.91 

4.65 

S 

MS 

s 

10*8  Associating 
consonant  blends 
and  sounds/22 

15.04 

16.70 

13.96 

16.33 

MS 

MS 

s 

11*3  Using  spell- 
ing pattema/34 

13.65 

21.48 

21.26 

25.04 

S 

t 

MS 

s 

13 •!  Identifying 
syllables  in  orally 
and  visually  pre- 
sented short  words /16 

14.96 

14.96 

15.83 

s 

MS 

mm 

12.1  Identifying 
syllables  in 
visually  presented 
short  words/16 

mm 

11.83 

13.48 

15.04 

s 

MS 

mm 

13.2  Identifying 
syllables  in  orally 
and  visually  pre- 
sented long  words/16 

— 

12.00 

10.17 

13.52 

MS 

S 

mm 

12.2  Identifying 
syllables  in 
visually  presented 
long  words/ 16 

— 

5.22 

7.57 

11.39 

s 

MS 
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Associating^  .Consonant  Blends  and  Sounds « • Again*  for  associating 

consonant  blends  and  sounds*  a significant  cubic  trend  was  present  in 
the  superior  subjects'  means*  The  four  respective  percentages  attained 
were  approxteiately  68%,  76%,  63%,  and  74%*  The  pattern  was  increment, 
decrement,  increment* 

Spelling  patterns*  — For  the  skill,  using  spelling  patterns, 
a significant  cubic  trend  was  again  present*  The  superior  subjects* 
means  at  reading  instructional  levels  2,  3,  4,  and  5 were  approximately 
40%,  63%,  63%,  and  74%,  respectively*  Thus,  increments  occurred 
between  reading  instructional  levels  2 and  3 and  between  reading 
Instructional  levels  4 and  55  apparently,  no  change  occurred  between 
reading  instructional  levels  3 and  4* 

.Identifying  Syllables  in  Orally  and  yjaually  Presented  Short 
Wor^*  — At  reading  instructional  level  3,  the  superior  subjects 
attained  about  94%  of  the  total  score  possible  for  identifying  syllables 
in  orally  and  visually  presented  short  words;  at  reading  Instructional 
level  5,  the  group  attained  about  99%*  A significant  trend  was  present* 
It  was  generally  linear* 

Identifying  Syllables  in  Visually  Presented  Short  Words*  — The 
superior  subjects  at  reading  instructional  level  3 attained  about  74% 
while  the  subjects  at  reading  instructional  level  5 attained  about  94% 
of  the  total  possible  score  for  identifying  syllables  in  visually  pre- 
sented short  words.  The  trend  of  the  means  was  significant*  It  was 
linear* 

Identifying  Syllables  in  Orally  and  Visually  Presented  Long 
jWor^*  — • A significant  quadratic  trend  characterized  the  superior  sub- 
jects means  for  identifying  syllables  in  orally  and  visually  presented 
long  words.  The  percentages  of  the  total  posaible  score  attained  at 
reading  instructional  levels  3,  4,  and  5 were  approximately  75%,  64%, 
and  85%,  respectively*  The  pattern,  then,  among  the  means  was  a 
decrement  followed  by  an  increment. 

Identifying  Syllables  Visually  Presented  Long  Words*  — The 
superior  subjects  at  reading  Instructional  level  3 attained  approxi- 
mately 33%  of  the  possible  score  for  identifying  syllables  in  visually 
presented  long  words*  The  subjects  at  reading  instructional  level  5 
attained  about  71%*  The  trend  of  the  means  was  significant*  This 
trend  was  primarily  linear* 


Structural  Analysis  Skills 

Information  about  the  trends  among  the  superior  subjects'  means 
for  the  structural  analysis  skills  is  summarized  in  Table  26  and  por- 
trayed graphically  in  Figure  16*  More  detailed  information  about  these 
trends  is  presented  below* 
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Table  26 


Stramary:  Trends  in  Achievement  by  the 
Superior  Group  — • Structural 
Analysis  Skills 


Basal  reading  skill/ 
Possible  score 

Means  by  R*I*L* 

Trends 

2 

3 

4 

5 

L 

Q 

c 

3*1  Identifying 
components  of 
compounds /24 

14.35 

19.91 

22*13 

23.74 

s 

S 

NS 

4*1  Identifying 
roots,  endings, 
and  suffixes/12 

5*22 

7.96 

8.87 

10^43 

• 

s 

NS 

NS 

4*2  Identifying 
roots  and 
prefixes/10 

0*69 

5.13 

6.96 

8*87 

• 

s 

S 

NS 

4*4  Identifying 
roots  and  multi- 
ple affixes/8 

1*65 

4.91 

5.39,  . 

5.30 

s 

s 

NS 

\ 

2*1  Translating 
contractions/12 

6.61 

9.22 

10*09 

10.78 

s 

s 

NS 

4*3  Locating 
roots  by  using 
root-change 
rules/ 14 

1.87 

8.04 

9.30 

12.57 

s 

s 

S 

1*1  Changing 
roots  by  using 
root-change 
rules /14 

0.35 

5.52 

5.35 

9.52 

s 

NS 

s 

Identifying  Components  of  Compounds « -•  A significant  quadratic 
trend  was  present  in  the  superior  subjects*  means  for  identifying  com- 
ponents of  compounds*  The  percentages  of  the  possible  score  attained 
at  reading  instructional  levels  2,  3,  4,  and  5 were  approximately  60%, 
83%,  92%,  and  99%,  respectively*  The  pattern  was  one  of  increments 
which  decreased  in  magnitude  over  the  four  reading  instructional  levels 
as  the  subjects  approached  the  task  ceiling* 
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Identifying  Roots*  Endings*  and  Suffixes*  — The  superior  subjects 
at  reading  instructional  level  2 attained  about  44%  of  the  possible 
score  tghile  the  subjects  at  reading  instructional  level  5 attained 
approximately  87%*  The  trend  of  the  means  for  identifying  roots,  end- 
ings, and  stiff ixes  was  significantly  different  from  zero.  It  was 
primarily  linear  in  form. 

Identifying  Roots  and  Prefixes.  — A significant  trend  was  present 
in  the  means  for  Identifying  roots  and  prefixes.  It  was  quadratic  in 
form.  The  percentages  attained  by  the  superior  subjects  at  the  four 
reading  instructional  levels  were  approximately  7%,  51%,  70%,  and  89%. 
The  pattern,  then,  was  one  of  increments  which  decreased  in  size  over 
the  reading  instructional  levels  2,  3,  4,  and  5. 

Identifying  Roots  and  Multiple  Affixes.  — A significant  quadratic 
trend  was  present  in  the  superior  subjects'  means  for  identifying  roots, 
and  multiple  affixes.  The  approximate  percentages  attained  at  the  four 
reading  instructional  levels  were  about  21%^ 61%,  67%,  and  66%,  respec- 
tively. The  pattern  among  the  means  was  large  Increment,  small 
Increment,  and  no  apparent  change. 

Translating  Contractions.  — A significant  quadratic  trend  was 
present  in  the  superior  subjects'  means  for  translating  contractions. 
The  approximate  percentages  of  attainment  at  the  four  reading  instruc- 
tional levels  were  about  55%,  77%,  84%,  and  89%,  respectively.  The 
pattern  again  was  one  of  increments  between  reading  instructional 
levels  which  decreased  in  size. 

Locating  Roots  by  Using  Root-change  Rules.  — A significant  cubic 
trend  was  present  in  the  superior  subjects'  means  for  locating  roots  by 
using  root-change  rules.  The  approximate  percentages  attained  were 
about  13%,  57%,  66%,  and  90%,  respectively.  The  pattern  of  Increments 
was  large  Increment,  small  increment,  large  increment. 

Changing  Roots  ^ Using  Root-change  Rules.  — For  changing  roots 
by  using  root-chai^e  rules,  a significant  trend  was  present;  it  was 
cubic.  The  approximate  perceintages  attained  by  the  superior  subjects 
at  reading  instructional  levels  2,  3,  4,  and  5 were  approximately  3%, 
39%,  38%,  and  68%,  respectively.  The  pattern  was  large  increment,  no 
apparent  change,  small  increment. 


Dlctlonaxy  Skills 

Table  27  and  Figure  17  contain  data  reflecting  trends  in  the 
superior  subjects'  achievement  in  the  dictionary  skills.  Specific 
relationships  are  described  below. 
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Table  27 


Summary:  Trends  In  Achievement  by  the 
Superior  Group  — Dictionary 
Skills 


Basal  reading  skill/ 

Means  by  R«I.L. 

Trends 

Possible  score  2 

3 

4 

5 

L Q C 

5»1  Identifying 
alphabetical  se- 
quences based  on 
first  letter/ 12 

10.87 

11.22 

12.00 

S NS  — 

5.2  Identifying 
alphabetical  se- 
quences based  on 
third  letter/ 12 

6.70 

10.17 

11.17 

S NS  — 

5«3  Identifying 
alphabetical  se- 
quences based  on  — 2.78  8.22  9.35  S S — 

first,  second,  or 
third  let ter/ 12 


6.3  Using  dic- 
tionary guide 
words /30 

— 

8.91 

12.30 

20.22 

s 

NS  — 

7.1  Finding  defini- 
tions of  single 
entry  words/ 12 

— 

6.26 

5.52 

11.30 

s 

S — 

7.2  Finding  defini- 
tions of  multiple 
entry  words /lf> 

mm 

6.48 

7.65 

13.52 

s 

NS  — 

8.1  Selecting 
definitions  of 
single  entry 
words/ 16 

— 

m mm 

8.30 

12.96 

s 

mm  m m 

8.2  Selecting 
definitions  of 
multiple  entry 
words/ 12 

mm  mm 

5.61 

9.52 

s 

wm  mm  mm 
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Basal  reading  skill/ 
Possible  score 

Means  by  R.I.L. 

Trends 

2 

3 

4 5 

L Q C 

9.1  Interpreting 
single  pronuncia- 
tion sy^ols/16 

Ml  m 

6.35 

8.65  11.78 

S NS  — 

9.2  Interpreting 
multiple  pronuncia- 
tion symbols /8 

«•  m 

0.43 

1.43  2.04 

S NS  — 

Identifying  Alphabetical  Sequences  Based  on  First  Letter*  The 
superior  subjects  at  reading  instructional  level  3 attained  about  91% 
of  the  score  while  at  reading  instructional  level  5 they  attained  100% 
of  the  possible  score  for  Identifying  alphabetical  sequences  based  on 
first  letter*  A significant  linear  trend  was  present  in  the  means. 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter.  — The 
superior  subjects  at  reading  instructional  level  3 attained  about  56% 
of  the  possible  score  for  identifying  alphabetical  sequences  based  on 
third  letter  while  the  group  at  reading  instructional  level  5 attained 
about  937o.  The  trend  was  significant.  It  was  linear  in  form. 

Identifying  Alphabetical  Sequences  Based  on  First.  Second,  and 
Third  Letter.  — A significant  quadratic  trend  was  present  in  the  means 
for  identifying  alphabetical  sequences  based  on  first » second,  and 
third  letter.  Respectively,  the  percentages  of  the  possible  score 
idilch  the  subjects  attained  at  reading  Instructional  levels  3,  4,  and 
5 were  approximately  23%,  69%,  and  78%.  Thus,  the  patter  was  large 
increment  and  then  small  increment. 

Using  Dictionary  Guide  Words.  — The  superior  subjects  at  reading 
Instructional  level  3 attained  about  30%  of  the  possible  score  while 
the  subjects  at  reading  instructional  level  5 attained  about  67%.  A 
significant  linear  trend  was  present. 

Finding  Definitions  of  Single  Entry  Words.  — A significant 
quadratic  trend  was  present  in  the  means  for  finding  definitions  of 
single  entry  words.  The  percentages  of  the  possible  score  attained  by 
superior  subjects  at  reading  instructional  levels  3,  4,  and  5 were 
approximately  52%,  467o,*t-94%,  respectively.  The  pattern  was  a 
decrement  followed  by  an  increment. 
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Finding  Definitions  of  Multiple  Entry  Words.  — The  superior  sub- 
jects at  reading  instructional  level  3 attained  about  41%  while  those 
at  reading  instructional  level  5 attained  about  85%  of  the  possible 
score  for  finding  definitions  of  multiple  entry  words.  The  trend  of 
the  means  was  significant.  It  was  primarily  linear  in  form. 

Selecting  Definitions  of  Single  Entry  Words.  --  The  superior  sub- 
jects at  reading  instructional  level  4 attained  about  52%  while  those 
at  reading  Instructional  level  5 attained  approximately  81%  of  the  score 
possible  for  selecting  definitions  of  single  entry  words.  The  trend 
was  significant.  The  shape,  necessarily,  was  linear. 

Selecting  Definitions  of  Multiple  Entry  Words . — Again,  a 
significant  trend  was  present.  Since  only  two  points  were  involved 
for  selecting  definitions  of  multiple  entry  words,  the  trend  was 
linear.  The  means  were  about  47%  and  79%  of  the  possible  score  at 
reading  Instructional  levels  4 and  5,  respectively. 

Interpreting  Single  Pronunciation  Symbols.  — The  superior  subjects 
at  reading  Instructional  level  3 attained  about  40%  while  those  at 
reading  Instructional  level  5 attained  about  74%  for  interpreting  single 
pronunciation  symbols.  The  trend  of  the  means  was  significant.  It  was 
linear  in  form. 

Interpreting  Multiple  Pronunciation  Symbols.  — The  subjects 
attained  about  5%  and  about  26%  of  the  total  possible  score  at  reading 
instructional  levels  3 and  5,  respectively.  The  trend  for  interpreting 
multiple  pronunciation  symbols  was  significant.  It  was  linear  in 
shape. 


Word  Functions  Skills 


Data  reflecting  the  superior  subjects*  trends  in  achievement  for 
the  word  functions  skills  are  in  Table  28  and  Figure  18.  Specific 
relationships  are  described  below. 

Recognizing  Functions  of  Nouns.  — Superior  subjects  at  reading 
instructional  level  2 attained  about  307o  while  those  at  reading 
instructional  level  5 attained  about  69%  of  the  possible  score  for 
recognizing  functions  of  nouns.  The  trend  was  significant.  It  was 
linear. 

Recognizing  Functions  of  Verbs . — A significant  linear  trend  also 
was  present  for  recognizing  functions  of  verbs.  At  reading  instruc- 
tional level  2,  the  superior  subjects  attained  about  24%  of  the  possible 
score  while  at  reading  instructional  level  5 the  subjects  attained 
about  75%. 
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Table  28 


Sunmiary:  Trends  in  Achievement  by  the 

Superior  Group  — Word 
Functions  Skills 


Basal  reading  skill/ 

Heans  by  R.lrL. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

14.1  Recognizing 
functions  of 
nouns/12 

3.61 

5.17 

6.87 

8.26 

S 

NS 

NS 

14.2  Recognizing 
functions  of 
verbs/12 

2.87 

4.52 

6.91 

9.00 

S 

NS 

NS 

14.3  Recognizing 
functions  of 
adject Ives/ 12 

2.74 

3.61 

5.26 

8.39 

S 

S 

NS 

14.4  Recognizing 
functions  of 
adverbs/ 12 

2.00 

3.96 

5.09 

6.52 

S 

NS 

NS 

X5  A 1 So  AC  ifvtti  A 

functions  of  2.13  3.78  5.09  6.35  S NS  NS 

nouns/ 12 


15.2  Specifying 

functions  of  1.83  4.00  5.78  7.13  S NS  NS 

verbs/12 


15.3  Specifying 
functions  of 

2.04 

2.61 

4.57 

6.74 

S NS  NS 

adjectives/12 

• 

15.4  Specifying 
functions  of 
adverbs/ 12 

1.13 

1.91 

3.13 

3.87 

S NS  NS 

Recoiaiizing  Functions  of  Adjectives.  — A significant  quadratic 
trend  was  present  in  the  means  for  recognizing  functions  of  adjectives. 
The  percentages  attained  at  reading  instructional  levels  2,  3,  4,  and 
5 were  approximately  23%,  30%,  44%,  and  70%,  respectively.  The  pattern 
was  one  of  progressively  larger  increments. 
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Recognizing  Functions  of  Adverbs » At  reading  instructional 

levels  2 and  5 the  subjects  attained  approxiniately  17%  and  54%» 
respectively^  of  the  possible  score  for  recognizing  functions  of 
adverbs*  The  trend  was  significant*  It  was  linear  in  shape* 

Specifying  Functions  of  Nouns*  — Subjects  at  reading  instruc- 
tional level  2 attained  about  18%  of  the  possible  score  for  specifying 
functions  of  nouns  while  those  at  reading  Instructional  level  5 
attained  about  53%*  The  trend  was  significant*  It  was  linear* 

Specifying  Functions  of  Verbs*  — For  specifying  functions  of 
verbs 9 the  superior  subjects  at  reading  instructional  level  2 attained 
about  15%  while  those  at  reading  instructional  level  5 attained  about 
59%  of  the  possible  score*  A significant  linear  trend  was  present 
in  the  means* 

Specifying  Functions  of  Adjectives*  — A significant  linear  trend 
was  again  present  in  the  means*  The  superior  subjects  at  reading 
Instructional  level  2 attained  about  17%  while  those  at  reading  instruc- 
tional level  5 attained  about  56%  for  specifying  functions  of 
adjectives* 

Specifying  Functions  of  Adverbs*  — Superior  subjects  at  reading 
instructional  level  2 attained  about  9%  of  the  possible  score  for 
specifying  functions  of  adverbs*  Those  at  reading  Instructional  level 
5 attained  about  32% • The  trend  of  the  means  was  significant*  It  was 
linear  in  form* 


Conprehension  Skills 


Presented  in  Table  29  and  Figure  19  are  data  relevant  to  trends  in 
the  superior  subjects'  achievement  in  the  comprehension  skills* 

Specific  relationships  are  described  below* 

Identifying  Cause-effect  Relationships  Directly  Stated  in 
Sentences*  — A significant  quadratic  trend  was  present  in  the  means 
for  identifying  cause-effect  relationships  directly  stated  in  sentences* 
The  percentages  attained  at  reading  instructional  levels  2,  3,  4»  and 
5 were  approximately  53%,  75%,  80%,  and  837*,  respectively*  The  pattern 
was  one  of  progressively  smaller  increments* 

Identifying  Main  Ideas  Directly  Stated  in  Paragraphs*  — The 
superior  subjects  at  reading  Instructional  level  2 attained  about  39% 
of  the  possible  score  for  Identifying  main  ideas  directly  stated  in 
paragraphs;  the  subjects  at  reading  instructional  level  5 attained 
about  75% • The  trend  of  the  means  departed  significantly  from  zero* 

The  trend  was  linear  in  form* 
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Table  29 


Summary:  Trends  in  Achievement  by  the 
Superior  Group  — Cos^rehension 
Skills 


Basal  reading  skill/ 

Means  by  R.I.L. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

16 •!  Identifying 
cause*-ef£ect  relation- 
ships directly  stated 
in  sentences/ 12 

6.35 

8.96 

9.57 

10.00 

S 

S 

NS 

17*3  Identifying 
main  ideas 
directly  stated 
in  paragraphs/ 12 

4.65 

6.56 

8.00 

8.95 

S 

NS 

NS 

17 •!  Identifying 
main  ideas 
directly  stated 
in  stories/ 12 

3.78 

6.61 

7.87 

8.35 

S 

S 

NS 

16 • 2 Identifying 
cause-effect  rela- 
tionships implied 
in  sentences/ 12 

6.22 

9.52 

9.52 

10.43 

S 

S 

S 

17*4  Identifying 
main  ideas 
implied  in 
paragraphs /12 

3.78 

6.96 

8.26 

9.48 

S 

NS 

NS 

17*2  Identifying 
main  ideas 
implied  in 
storles/12 

5.22 

7.26 

7.96 

8.78 

S 

NS 

NS 

17*5  Identifying 
details  in 

7.43 

U.3S 

16.56 

18.69 

S 

NS 

NS 

stories/24 

19*1  Interpreting 
simlles/8 

6.48 

7.13 

7.09 

7,09 

S 

NS 

NS 
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Table  29  (Continued) 


Basal  reading  skill/ 

Means  by  R.I.li. 

Trends 

Possible  score 

2 

3 

4 

5 

L 

Q 

C 

19.2  Interpreting 
idioms /8 

5.35 

7.30 

7.87 

7.83 

S S 

NS 

19.3  Interpreting 
hyperboles/8 

5.43 

7.65 

7.35 

7.13 

s 

s 

S 

19.4  Interpreting 
personification/8  ’ 

5.65 

7,65 

7.91 

7.70 

S 

S 

NS 

19.5  Interpreting 
metaphors /8 

4.91 

6.87 

6.57 

7.30 

S 

S 

V. 

S 

20.1  Predicting 
outcomes  and 
actionsVl4 

7.26 

9.00 

8.43 

10.17 

S 

NS 

s 

20.2  Discriminating 
betx(:2en  fact  and 

8.65 

10.61 

10.61 

11.09 

S 

NS 

NS 

fiction^/ 14 

20.3  Discriminating 
between  fact  and 
opinion®/ 14 

6.65 

8.91 

8.52 

9.65 

S 

NS 

s 

£l  1)  C 

’ * The  information  presented  here  about  trends  in  these  three 
critical  reading  skills  was  based  on  data  obtained  by  I^ers  (1967)  in 
her  study  conducted  in  conjunction  with  the  present  project. 


Identifying  Main  Ideas  Directly  Stated  in  Stories.  •-  The  trend 
of  the  means  for  identifying  main  ideas  directly  stated  in  stories 
was  significant.  It  was  quadratic.  The  superior  subjects  at  the  four 
reading  instructional  levels  respectively  attained  the  following 
approximate  percentages  of  the  possible  score:  32%,  55%,  65%,  and  70%. 

The  pattern,  then,  was  one  of  progressively  smaller  increments. 

Identifying  Cause-effect  Relationships  Implied  in  Sentences.  — A 
significant  cubic  trend  was  present  in  the  means  for  identifying  cause- 
effect  relationships  implied  in  sentences.  The  superior  subjects  at 
the  reading  instructional  levels  2,  3,  4,  and  5 attained  the  following' 
percentages  of  the  possible  score:  52%,  79%,  79%,  and  87%.  The 

pattern  was  large  increment,  no  apparent  change,  and  then  small 
increment. 
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Identifying  Main  Ideas  Implied  in  Paragraph s»  — Superior  sub- 
jects at  reading  instructional  level  2 attained  about  32%  of  the 
possible  score  for  identifying  main  ideas  implied  in  paragraphs; 
subjects  at  reading  instructional  level  5,  about  79%.  The  trend  of 
the  means  was  significant.  It  was  linear  in  form. 

Identifying  Main  Ideas  Implied  in  Stories.  --  A significant 
linear  trend  was  present  in  the  superior  subjects*  means  for  identify- 
ing main  ideas  implied  in  stories.  The  subjects  at  reading  instruc- 
tional level  2 attained  about  44%  while  those  at  reading  instructional 
level  5 attained  about  73%  of  the  possible  score. 

Identifying  Details  in  Stories.  — Superior  subjects  at  reading 
instructional  level  2 attained  about  31%  of  the  possible  score  for 
identifying  details  in  stories  while  those  at  reading  instructional 
level  5 attained  about  78%.  The  trend  was  significant.  It  was 
linear  in  form. 

Interpreting;  Similes,.  — Subjects  at  reading  instructional  level 
2 attained  about  81%  of  the  possible  score  for  interpreting  similes. 
Superior  subjects  at  reading  Instructional  level  5 attained  about  89%. 
A significant  trend  was  present.  The  trend  was  generally  linear  in 
form. 


Interpreting  Idioms.  — A significant  quadratic  trend  was  present 
among  the  means  for  interpreting  idioms.  At  the  respective  reading 
Instructional  levels,  the  approximate  percentages  of  the  possible 
score  which  the  superior  subjects  attained  were  67%,  91%,  98%,  and 
98%.  And  so,  the  pattern  was  one  of  progressively  smaller  increments 
to  reading  instructional  level  4.  Between  reading  instructional 
levels  4 and  5 no  apparent  change  occurred;  such  a change  was  hardly 
possible  since  the  subjects  had  attained  about  98%  of  the  possible 
score. 


Interpreting  Hyperboles.  — A significant  cubic  trend  was  present 
in  the  means  for  interpreting  hyperboles.  The  approximate  percentages 
attained  by  the  subjects  at  the  four  reading  instructional  levels  were 
68%,  96%,  92%,  and  89%,  respectively.  The  pattern  was  increment  and 
then  progressively  smaller  decrements. 

Interpreting  Personification.  --  The  trend  of  the  means  for 
interpreting  personification  was  significant.  It  was  quadratic  in 
form.  The  percentages  of  the  possible  score  which  the  subjects  attained 
were  about  71%,  96%,  99%,  and  96%  at  instructional  levels  2,  3,  4,  and 
5,  respectively.  The  pattern  then  was  a large  increment  and  then  a 
small  increment  to  a practically  perfect  score. 
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Interpreting  Metaphors*  — For  interpreting  metaphors # the  trend 
o£  the  means  was  significant*  It  wee  cubic  in  shape*  At  reading 
instructional  levels  2,  3,  4,  and  5,  respectively,  the  superior  sub- 
jects attained  approximately  61%,  86%,  82%,  and  91%  of  the  possible 
score*  The  pattern,  then,  was  large  increment,  no.  change  or  small 
decrement,  and  then  small  increment* 

Data  supplied  by  ityers  (1967)  were  used  in  analyzing  trends  in 
the  superior  subjects'  means  on  the  critical  reading  skills*  These 
data  are  summarized  and  portrayed  in  Table  29  and  Figure  19*  Details 
are  presented  below* 

Predicting  Outcomes  and  Actions*  — For  predicting  outcomes  and 
actions,  the  trend  of  the  superior  subjects*  means  was  significantly 
cubic*  The  approximate  percentages  of  the  total  possible  score 
attained  at  the  four  instructional  levels  were  52%,  64%,  60%,  and 
73%,  respectively*  The  pattern,  then,  was  increment,  no  change  or  a 
slight  decrement,  increment* 

Discriminating  Between  Fact  and  Fiction*  — At  reading  instruc- 
tional level  2,  the  superior  subjects  attained  about  62%  of  the  possi- 
ble score;  subjects  at  reading  instructional  level  5 attained  approxi- 
mately 79%*  The  trend  of  the  means  was  significant  and  linear  in 
shape* 


Discriminating  Between  Fact  and  Opinion*  — A significant  cubic 
trend  was  present  in  the  superior  subjects'  means  for  discriminating 
between  fact  and  opinion*  The  approximate  percentages  of  the  possible 
score  attained  by  subjects  at  the  four  reading  Instructional  levels 
were  48%,  64%,  61%,  and  69%,  respectively*  And  so,  the  pattern  was 
large  Increment,  no  change  or  slight  decrement,  small  increment* 


Summary  of  Results 
Retarded  Group 


Identifying  Words  at  Sight 

A significant  linear  trend  was  present  in  the  retarded  subjects' 
means  for  identifying  words  at  si^t* 

Phonetic  Analysis  Skills* 

For  the  retarded  group,  significant  trends  were  present  in  the 
means  for  two  phonetic  analysis  skills:  using  spelling  patterns,  and 
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identifying  syllables  in  visually  presented  short  words*  For  these 
two  skills,  the  trends  of  the  means  over  the  four  reading  instruc- 
tional levels  were  generally  linear*  No  trends  were  present  for  the 
remaining  phonetic  analysis  skills:  associating  vowel  letters  and 

sounds,  associating  consonant  letters  and  sounds,  associating  conso- 
nant digraphs  and  sounds,  associating  consonant  blends  and  sounds, 
identifying  syllables  in  orally  and  visually  presented  short  words. 
Identifying  syllables  in  orally  and  visually  presented  long  words, 
and  identifying  syllables  in  visually  presented  long  words* 

Structural  Analysis  Skills 

Significant  linear  trends  were  present  in  the  retarded  subjects' 
means  for  all  structural  analysis  skills;  identifying  components  of 
compounds;  identifying  roots,  endings,  and  suffixes;  identifying  roots 
and  prefixes;  identifying  roots  and  multiple  affixes;  translating 
contractions;  locating  roots  by  using  root-change  rules;  and  changing 
roots  by  using  root-change  rules* 

Dictionary  Skills 

No  trends  were  present  in  the  retarded  subjects'  means  for  select- 
ing definitions  of  single  entry  words,  selecting  definitions  of  multi- 
ple entry  words,  interpreting  single  pronunciation  symbols,  and  inter- 
preting multiple  pronunciation  symbols*  Significant  linear  trends 
were  evident  for  the  following:  identifying  alphabetical  sequences 

based  on  first  letter;  identifying  alphabetical  sequences  based  on 
third  letter;  identifying  alphabetical  sequences  based  on  first,  second 
or  third  letter;  using  dictionary  guide  words;  finding  definitions  of 
single  entry  words;  and  finding  definitions  of  multiple  entry  words* 

Word  Functions  Skills 

The  trends  of  the  retarded  subjects'  means  over  reading  instruc- 
tional levels  were  significant  for  all  skills  except  one,  specifying 
functions  of  adverbs*  Significant  linear  trends  were  present  for 
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recognizing  functions  of  nouns»  recognizing  functions  of  adjectives, 
recognizing  functions  of  adverbs,  specifying  functions  of  nouns, 
specifying  functions  of  verbs,  and  specifying  functions  of  adjectives* 

A significant  cubic  trend  was  present  for  recognizing  functions  of  verbs. 

Comprehension  Skills 

The  trends  of  the  retarded  subjects'  means  were  significant  for 
all  comprehension  skills  except  one,  Interpreting  hyperboles.  Cubic 
trends  were  present  for  identifying  cause-effect  relationships  directly 
stated  in  sentences,  predicting  outcomes  and  actions,  and  discriminat- 
ing between  fact  and  fiction.  Linear  trends  were  apparent  for  identi- 
fying main  ideas  directly  stated  in  paragraphs,  identifying  main  ideas 
directly  stated  in  stories,  identifying  cause-effect  relationships 
implied  in  sentences,  identifying  main  ideas  implied  in  paragraphs, 
identifying  main  ideas  implied  in  stories,  identifying  details  in 
stories,  interpreting  similes,  interpreting  Idioms,  interpreting 
personification.  Interpreting  metaphors,  and  discriminating  between 
fact  and  opinion. 


Normal  Group 


Identifying  Words  at  Sight 

A significant  linear  trend  was  present  for  the  normal  subjects* 
means  for  identifying  words  at  sight. 

Phonetic  Analysis  Skills 

Significant  linear  trends  were  present  in  the  normal  subjects* 
means  for  associating  consonant  blends  and  sounds,  using  spelling 
patterns,  identifying  syllables  in  orally  and  visually  presented  short 
words.  Identifying  syllables  in  visually  presented  short  words,  and 
identifying  syllables  in  visually  presented  long  words.  The  trend  was 
generally  cubic  for  associating  consonant  digraphs  and  sounds.  The 
trend  was  quadratic  for  identifying  syllables  in  orally  and  visually 
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presented  long  vords.  The  trends  were  not  significant  for  two  phonetic 
analysis  skills:  associating  vowel  letters  and  sounds  and  associating 

consonant  letters  and  sounds. 

Structural  Analysis  Skills 

Significant  trends  were  present  in  the  normal  subjects*  means  for 
all  of  the  structural  analysis  skills.  These  trends  were  linear  for 
identifying  components  of  compounds,  identifying  roots  and  prefixes, 
identifying  roots  and  multiple  affixes,  locating  roots  by  using  root- 
change  rules,  and  changing  roots  by  using  root-change  rules.  A cubic 
trend  was  present  in  the  means  for  identifying  roots,  endings,  and 
suffixes.  A quadratic  trend  was  present  in  the  means  for  translating 
contractions. 

Dictionary  Skills 

The  trends  in  the  normal  subjects*  means  for  all  10  dictionary 
skills  differed  significantly  from  zero.  Linear  trends  were  present 
for  six  skills:  identifying  alphabetical  sequences  based  on  first 

letter;  identifying  alphabetical  sequences  based  on  third  letter; 
identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter;  selecting  definitions  of  single  entry  words;  selecting  defini- 
tions of  multiple  entry  words;  and  interpreting  single  pronunciation 
symbols.  Quadratic  trends  were  present  for  four  skills:  using  diction- 

ary guide  words;  finding  definitions  of  single  entry  words,  finding 
definitions  of  multiple  entry  words,  and  interpreting  multiple  pro- 
nunciation symbols. 

Word  Functions  Skills 

Significant  trends  were  present  in  the  normal  subjects*  means  for 
all  word  functions  skills  except  one,  specifying  functions  of  adverbs. 
The  trends  were  linear  for  recognizing  functions  of  verbs,  specifying 
functions  of  nouns,  specifying  functions  of  verbs,  and  specifying 
functions  of  adjectives.  The  trends  were  quadratic  for  recognizing 
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functions  of  nouns » recognizing  functions  of  sdjectivesy  and  recogniz- 
ing functions  of  adverbs* 

Comprdiension  Skills 

Significant  trends  were  present  in  the  normal  subjects*  means  for 
12  of  the  15  comprehension  skills;  the  three  exceptions  were  inter- 
preting similes^  interpreting  hyperboles,  and  discriminating  between 
fact  and  opinion*  Linear  trends  were  present  in  the  normal  subjects' 
means  for  identifying  main  ideas  directly  stated  in  paragraphs, 
identifying  main  ideas  directly  stated  in  stories,  identifying  cause- 
effect  relationships  implied  in  sentences,  identifying  main  ideas 
implied  in  paragraphs,  identifying  main  ideas  implied  in  stories, 
identifying  details  in  stories,  interpreting  metaphors,  predicting 
outcomes  and  actions,  and  discriminating  between  fact  and  fiction* 
Significant  cubic  trends  were  present  in  the  means  for  identifying 
cause-effect  relationships  directly  stated  in  sentences,  interpreting 
idioms,  and  interpreting  personification* 

Superior  Group 

Identifying  Words  at  Sight 

A quadratic  trend  was  present  in  superior  subjects'  means  for 
identifying  words  at  sight* 

Phonetic  Analysis  Skills 

For  all  nine  phonetic  analysis  skills,  the  trends  in  the  superior 
subjects'  means  were  significant*  The  trends  were  linear  for  associat- 
ing vowel  letters  and  sounds,  identifying  syllables  in  orally  and 
visually  presented  short  words,  identifying  syllables  in  visually  pre- 
sented short  words,  and  identifying  syllables  in  visually  presented 
long  words*  The  trend  was  quadratic  for  identifying  syllables  in 
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orally  and  visiially  presented  long  words*  The  trends  were  cubic  for 
associating  consonant  letters  and  sounds,  associating  consonant 
digraphs  and  sounds,  associating  consonant  blends  and  sounds,  and 
using  spelling  patterns* 

Structural  Analysis  Skills 

For  all  seven  structural  analysis  skills,  the  trends  of  the 
superior  subjects*  means  over  the  four  reading  instructional  levels 
were  significant*  The  trend  was  linear  for  identifying  roots,  endings, 
and  suffixes*  The  trends  were  quadratic  for  four  skills;  identifying 
components  of  compounds,  identifying  roots  and  prefixes,  identifying 
roots  and  multiple  affixes,  and  translating  contractions*  The  trend 
was  cubic  for  two  skills:  locating  roots  by  using  root-change  rules 

and  changing  roots  by  using  root-change  rules* 

Dictionary  Skills 

Significant  linear  trends  were  present  in  the  superior  subjects* 
means  for  each  of  the  10  dictionary  skills*  The  trends  were  quadratic 
for  identifying  alphabetical  sequences  based  on  first,  second,  or 
third  letter  and  for  finding  definitions  of  single  entry  words*  The 
trends  were  linear  in  form  for  identifying  alphabetical  sequences 
based  on  first  letter,  identifying  alphabetical  sequences  based  on 
third  letter,  using  dictionary  guide  words,  finding  definitions  of 
multiple  entry  words,  selecting  definitions  of  single  entry  words, 
selecting  definitions  of  multiple  entry  words,  interpreting  single 
pronunciation  symbols,  and  interpreting  multiple  pronunciation  symbols* 

Word  Functions  Skills 

Generally,  the  trends  of  the  superior  subjects*  means  for  all 
word  functions  skills  were  significant*  A quadratic  trend  was  present 
in  the  means  for  recognizing  functions  of  adjectives*  Linear  trends 
were  present  for  recognizing  functions  of  nouns,  recognizing  functions 
of  verbs,  recognizing  functions  of  adverbs,  specifying  functions  of 
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nouns,  specifying  functions  of  verbs,  specifying  functions  of 
adjectives,  and  specifying  functions  of  adverbs. 

Comprehension  Skills 

Significant  trends  were  present  In  the  superior  subjects'  means 
for  all  comprehension  skills.  The  trends  were  linear  for  Identifying 
main  ideas  directly  stated  in  paragraphs.  Identifying  main  Ideas 
Implied  In  paragraphs.  Identifying  main  Ideas  inqilied  In  stories. 
Identifying  details  In  stories,  interpreting  similes, .and  discriminating 
between  fact  and  fiction.  The  trends  were  quadratic  for  Identifying 
cause-effect  relationships  directly  stated  In  sentences,  Identifying 
main  Ideas  directly  stated  in  stories,  interpreting  Idioms,  and 
Interpreting  personification.  The  trends  were  cubic  for  identifying 
cause-effect  relationships  Implied  in  sentences.  Interpreting  hyperboles. 
Interpreting  metaphors,  predicting  outcomes  and  actions,  and 
discriminating  between  fact  and  opinion. 
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Figures  2 through  7 --  Trends  in  Achievement 
of  the  Retarded  Group 
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18.1  Identifying  words  at  sight 
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Figure  3 --  Trends  in  Achievement  of  the  Retarded  Group;  Phonetic 
Analysis  Skills 
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11.3  Using  spelling  patterns  13.1  Identifying  syllables  in 

orally  and  visually 
presented  short  words 


12.1  Identifying  syllables  in 
visually  presented  short 
words 


13.2  Identifying  syllables  in 
orally  and  visually 
presented  long  words 


Figure  3 --  Trends  in  Achievement  of  the  Retarded  Group;  Phonetic 
Analysis  Skills  (Continued) 
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12.2  Identifying  syllables  in 
visually  presented  long 
words 


Figure  3 --  Trends  in  Achievement  of  the  Retarded  Group; 
Analysis  Skills  (Continued) 
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Figure  4 — Trends  in  Achievement  of  the  Retarded  Group:  Structural 
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2.1  Translating  contractions  4.3  Locating  roots  by  using 

root -change  rules 


Figure  4 --  Trends  in  Achievement  of  the  Retarded  Group;  Structural 
Analysis  Skills  (Continued) 
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6.3  Using  dictionary  guide 
words 


Figure  5 --  Trends  in  Achievement  of  the  Retarded  Group;  Dictionary 
Skills 
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7.1  Finding  definitions  of 
single  entry  words 


7.2  Finding  definitions  of 
multiple  entry  words 


8.1  Selecting  definitions  of 
single  entry  words 


8.2  Selecting  definitions  of 
multiple  entry  words 


Figure  5 — Trends  in  Achievement  of  the  Retarded  Group;  Dictionary 
Skills  (Continued) 
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9.1  Interpreting  single  9.2  Interpreting  multiple 

pronunciation  symbols  pronunciation  symbols 


Figure  5 --  Trends  in  Achievement  of  the  Retarded  Group:  Dictionary 

Skills  (Continued) 
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14.1  Recognizing  functions 
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14.2  Recognizing  functions 
of  verbs 


14.3  Recognizing  functions  of 
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15.1  Specifying  functions 
of  nouns 


15.2  Specifying  functions 
of  verbs 


15.3  Specifying  functions  of 
adjectives 
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Figure  6 --  Trends  in  Achievement  of  the  Retarded  Group:  Word  Functions 

Skills  (Continued) 
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Figure  7 --  Trends  in  Achievement  of  the  Retarded  Group:  Comprehension 
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implied  in  stories 


17.5  Identifying  details  in 
stories 
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Figure  7 --  Trends  in  Achievement  of  the  Retarded  Group:  Comprehension 

Skills  (Continued) 
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19.2  Interpreting  idioms 


19.3  Interpreting  hyperboles 


19.4  Interpreting  personification 


19.5  Interpreting  metaphors 


Figure  1 --  Trends  in  Achievement  of  the  Retarded  Group:  Comprehension 

Skills  (Continued) 
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fact  and  opinion 


14 


2 3 4 5 

R.I.L. 


Figure  7 --  Trends  in  Achievement  of  the  Retarded  Group:  Comprehension 

Skills  (Continued^ 
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Figures  8 through  13  — Trends  in  Achievement 
of  the  Normal  Group 
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10.2  Associating  consonant 
letters  and  sounds 
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Figure  9 --  Trends  in  Achievement  of  the  Normal  Group;  Phonetic 
Analysis  Skills 
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12.1  Identifying  syllables  in 
visually  presented  short 
words 


13.2  Identifying  syllables  in 
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Figure  9 --  Trends  in  Achievement  of  the  Normal  Group:  Phonetic 
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12.2  Identifying  syllables  in 
visually  presented  long 
words 


Figure  9 --  Trends  in  Achievement  of  the  Normal  Group: 
Analysis  Skills  (Continued) 
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Figure  10  --  Trends  in  Achievement  of  the  Normal  Group;  Structural 
Analysis  Skills 
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Figure  10 --  Trends  in  Achievement  of  the  Normal  Group:  Structural 

Analysis  Skills  (Continued) 
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Figure  11--  Trends  in  Achievement  of  the  Normal  Group;  Dictionary 
Skills 
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8.1  Selecting  definitions  of 
single  entry  words 


7.2  Finding  definitions  of 
multiple  entry  words 
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8.2  Selecting  definitions  of 
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Figure  11 --  Trends  in  Achievement  of  the  Normal  Group:  Dictionary 

Skills  (Continued) 
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Skills  (Continued) 
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Figure  12  Trends  in  Achievement  of  the  Normal  Group;  Word  Functions 
Skills  (Continued) 
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Figure  13  --  Trends  in  Achievement  of  the  Normal  Group;  Comprehension 
Skills 
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Figure  13  — Trends  in  Achievement  of  the  Normal  Group:  Comprehension 

Skills  (Continued) 
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Figure  13  — Trends  in  the  Achievement  of  the  Normal  Group:  Comprehension 

Skills  (Continued) 
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Figures  14  through  19  --  Trends  in  Achievement 
of  the  Superior  Group 
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Figure  15  — Trends  in  Achievement  of  the  Superior  Group:  Phonetic 

Analysis  Skills 
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11.3  Using  spelling  patterns  13.1  Identifying  syllables  in 

orally  and  visually 
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prefixes 
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multiple  affixes 
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Figure  16  --  Trends  in  Achievement  of  the  Superior  Group:  Structural 

Analysis  Skills  (Continued) 
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TRENDS  IN  ACHIEVEMENT!  Superior  Group 


14.1  Recognizing  functions 
of  nouns 


14.2  Recognizing  functions 
of  verbs 


14.3  Recognizing  functions  of 
adjectives 


14.4  Recognizing  functions  of 
adverbs 


Figure  18  Trends  in  Achievement  of  the  Superior  Group:  Word  Functions 

Skills 


TRENDS  IN  ACHIEVEMENT;  Superior  Group, 


15.1  Specifying  functions 
of  nouns 


15.2  Specifying  functions 
of  verbs 


15.3  Specifying  functions  of 
adjectives 


15.4  Specifying  functions  of 
adverbs 


Figure  18  Trends  in  Achievement  of  the  Superior  Group:  Word  Functions 

Skills  (Continued) 


TRENDS  IN  ACHIEVEMENT;  Superior  Group 


16.1  Identifying  cause-effect 
relationships  directly 
stated  in  sentences 


17.3  Identifying  main  ideas 
directly  stated  in 
paragraphs 


17.1  Identifying  main  ideas 
directly  stated  in 
stories 


16.2  Identifying  cause-effect 
relationships  implied 
in  sentences 


Figure  19  --  Trends  in  Achievement  of  the  Superior  Group;  Comprehension 
Skills 
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17.4  Identifying  main  ideas 
implied  in  paragraphs 


17.2  Identifying  main  ideas 
implied  in  stories 


R.I.L. 


17.5  Identifying  details 
in  stories 


19.1  Interpreting  similes 


Figure  19  --  Trends  in  Achievement  of  the  Superior  Group;  Comprehension 
Skills  (Continued) 


TRENDS  IN  ACHIEVEMENT:  Superior  Group 


19.2  Interpreting  idioms  19.3  Interpreting  hyperboles 


Figure  19  Trends  in  Achievement  of  the  Superior  Group;  Comprehension 
Skills  (Continued) 
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TRENDS  IN  ACHIEVEMENT;  Superior  Group 


20.1  Predicting  outcomes  and 
actions 


20.3  Discriminating  between 
fact  and  opinion 


20.2  Discriminating  between 
fact  and  fiction 


: 9 

\ 

{ 


Figure  19  Trends  in  Achievement  of  the  Superior  Group:  Comprehension 

Skills  (Continued) 


RETARDED  AND  NORMAL  GROUPS:  Sunmary  of  Problem  and  Procedures 


CHAPTER  6 

INTELLECTUALLY  RETARDED  AND  N(»(MAL 
GROUPS*  ACHIEVEMENT  IN  THE 
BASAL  READING  SKILLS 

This  chapter  contains  Infomatlon  pertaining  to  the  fourth 
research  objective  for  the  study:  to  compare  Intellectually  retarded 

and  normal  groups*  achievement  in  the  basal  reading  skills.  The 
specific  research  questions  referred  to  retarded  and  normal  groups 
who  are  equated  on  MA  level  and  an  Independent  measure  of  general 
reading  achievement  level  and  who  are  taught  at  the  same  reading 
instructional  levels. 

Level  of  Acquisition  in  the  Basal  Reading  Skills.  --  At  the 
primary  and  intermediate  reading  instructional  levels,  do 
retarded  and  normal  groups  differ  in  level  of  acquisition 
in  the  basal  reading  skills  at  the  beginning  of  a 7-month 
instructional  period? 

b.  Rate  of  Acquisition  in  the  Basal  Reading  Skills.  — At  the 
primary  and  intermediate  reading  Instructional  levels,  do 
retarded  and  normal  groups  differ  in  rate  of  acquisition 
in  the  basal  reading  skills  during  a 7-month  instructional 
period? 

Chapters  1 and  2 include  descriptions  of  related  research  and  the 
procedures.  Major  points  are  recapitulated  briefly  below. 

Jones  (1919-1920)  and  Merrill  (1924)  conducted  earlier  studies  in 
which  retarded  subjects  were  contrasted  with  more  Intelligent  subjects 
who  had  similar  MA*s.  In  later  studies,  Bleismer  (1952)  compared 
retarded  and  intellectually  superior  subjects;  Dunn  (1954)  and  Shotick 
(1960)  studied  retarded  and  normal  subjects.  In  addition  to  controlling 
MA,  Shotick  equated  his  subjects  on  reading  grade  placement  on  the 
Stanford  Achievement  Test.  Davidson  (1931)  compared  retarded,  normal, 
and  superior  subjects*  progress  during  a 1 1/2  month  instructional 
program  in  reading.  This  phase  of  the  present  investigation  was  an 
extension  of  the  earlier  work  on  retarded  and  normal  subjects'  reading 
achievement. 
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Subjects  were  X08  retarded  pupils  and  108  normal  pupils*  Each 
group  contained  27  subjects  at  reading  instructional  levels  2,  3,  4, 
and  5,  respectively*  For  the  purposes  of  the  analyses  of  level  and 
rate  of  acquisition,  pupils  at  the  four  reading  instructional  levels 
were  grouped  into  two  levels:  primary  and  intermediate*  The  retarded 

and  normal  subjects  were  equated  on  MA  level  and  an  Independent  measure 
of  general  reading  achievement  level,  and  the  frequencies  of  males  and 
females  did  not  differ  significantly. 

The  subjects  were  taught  in  the  Scott,  Foresman  New  Basic  Readers 
program  during  the  school  year*  They  were  administered  20  tests  to 
assess  50  basal  reading  skills  taught  in  this  basal  reading  program* 
Tests  #1  - #17  measuring  41  basal  reading  skills  were  administered  in 
the  fall  and  again  seven  months  later  in  the  spring*  Tests  #19  and  #20 
measuring  eight  basal  reading  skills  were  administered  one  time;  in  the 
spring.  Test  #18  measuring  one  basal  reading  skill  was  administered 
only  in  the  fall. 

The  data  for  the  first  research  question,  level  of  acquisition, 
were  subjects'  scores  on  the  fall  administration  of  tests  #1  - #17  and 
subjects'  scores  on  tests  #18,  #19,  and  #20.  Retarded  and  normal  sub- 
jects' scores  were  compared  at  the  primary  level  and  also  at  the 
intermediate  level;  t tests  were  used  for  the  statistical  analyses. 

The  data  for  the  second  research  question,  rate  of  acquisition, 
were  the  subjects'  scores  on  the  fall  and  spring  administrations  of 
tests  administered  twice,  tests  #1  - #17*  The  subjects  were  compared 
separately  at  the  primary  and  Intermediate  levels.  The  data  were 
processed  in  a two- factor  analysis  of  variance  model,  one  factor  being 
repeated  measurements;  specifically,  the  Lindquist  (1953)  Type  I design 
was  used. 

The  format  for  the  present  chapter  Is  the  following.  Information 
pertinent  to  the  two  research  questions,  level  of  acquisition  and  rate 
of  acquisition,  is  located  In  separate  sections.  In  these  sections, 
Information  Is  presented  about  basal  reading  skills  in  the  six  cate- 
gories: Identifying  words  at  sight,  phonetic  analysis  skills,  struc- 

tural analysis  skills,  dictionary  skills,  word  functions  skills,  and 
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comprehension  skills.  The  Information  consists  of  descriptions  of 
relationships  specific  to  each  skill  In  the  category.  A third  section 
consists  of  a summary  of  levels  and  rates  of  acquisition  for  the  six 
sets  of  skills. 

The  evidence  presented  in  the  text  is  restricted  to  references  to 
relationships  Indicated  by  the  results  of  the  statistical  analyses. 
Detailed  statistical  data  are  presented  in  Appendix  S ; these  data 
encompass  results  of  statistical  tests  relevant  to  the  groups*  levels 
and  rates'  of  acquisition. 


Level  of  Acquisition 
Identifying  Words  at  Sight 

Table  30  consists  of  relationships  indicated  by  the  statistical 
analyses  of  scores  on  Identifying  words  at  sight.  At  both  the  primary 
and  Intermediate  levels,  the  retarded  and  normal  groups  did  not  differ 
In  Initial  level  of  acquisition. 

Table  30 

Summary:  Level  of  Acquisition  of  the 

Retarded  and  Normal  Groups  — 

Identifying  Words  at  Si^t 


Basal  reading  skill 

R.  I.L. 

Primary  Intermediate 

10. 1 Identifying  words  at  sight 

N«R  N»R 

Phonetic  Analysis  Skills 

Nine  phonetic  analysis  skills  were  examined.  Table  31  contains 
a summary  of  relationships  between  the  retarded  and  normal  groups' 
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levels  of  acquisition  on  the  phonetic  annlyaie  shills.  These  relation- 
ships are  described  below. 


Table  31 


Summary;  Level  of  Acquisition  of  the 
Retarded  and  Normal  Groups  — 
Phonetic  Analysis  Skills 


Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

10. 1 

Associating  vowel  letters  and  sounds 

N-R 

N-R 

10.2 

Associating  consonant  letters  and  sounds 

N«R 

N-R 

10.3 

Associating  consonant  digraphs  and  sounds 

N«R 

N-R 

10.8 

Associating  consonant  blends  and  sounds 

N»R 

N>R 

11.3 

Using  spelling  patterns 

N>R 

N>R 

13.1 

Identifying  syllables  in  orally  and 
visually  presented  short  words 

N«R 

N>R 

12.1 

Identifying  syllables  in  visually 
presented  short  words 

N«R 

N>R 

13.2 

Identifying  syllables  in  orally  and 
visually  presented  long  words 

N>R 

N>R 

12.2 

Identifying  syllables  in  visually 
presented  long  words 

N>R 

N>R 

Associating  Vowel  Letters  and  Sounds.  --  The  retarded  and  norrmal 
groups  did  not  differ,  at  either  the  primary  or  interned iate  instruct 
tional  levels,  in  skill  in  associating  vowel  letters  and  sounds. 

Aasociating  Consonant  Letters  and  Sounds.  — At  both  reading 
instructional  "levels,  the  retarded  and  notmal  groups  did  not  differ 
in  level  in  skill  in  associating  consonant  letters  and  sounds. 

Associating  Consonant  Digraphs  and  Sounds.  — At  both  the  primary 
and  intermediate  reading  instructional  levels,  the  retarded  and  normal 
groups  did  not  differ  in  skill  in  associating  consonant  digraphs  and 
sounds  when  the  sounds  were  presented  in  isolation. 
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Assoclatlnt^  Consonant  Blends  and  Sounds,  — The  retarded  and 
normal  groups  did  not  differ  at  the  primary  reading  instruc;*ional 
level.  The  normal  group  exceeded  the  retarded  group,  at  the  inter* 
mediate  reading  instructional  level,  in  skill  in  associating  conso- 
nant blends  and  sounds. 

Using  Spelling  Patterns.  — At  both  the  primary  and  intermediate 
reading  instructional  levels,  the  normal  group  exceeded  the  retarded 
group  in  the  skill,  using  spelling  pattern®. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short 
Words.  — The  retarded  and  normal  groups  did  not  differ  at  reading 
instructional  level  3,  the  level  at  which  the  skill  was  introduced. 
The  normal  group  exceeded  the  retarded  group,  at  the  intermediate 
reading  instructional  level,  in  skill  in  identifying  syllables  in 
orally  and  visually  presented  short  words. 

Identifying  Syllables  in  Visually  Presented  Short  Words.  — At 
reading  instructional  level  3,  where  the  skill  was  introduced,  the 
retarded  and  normal  groups  did  not  differ  in  skill  in  identifying 
syllables  in  short  words  presented  only  visually.  The  normal 
group  exceeded  the  retarded  group  at  the  intermediate  rending 
instructional  level. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Long 
Words.  — The  normal  group  exceeded  the  retarded  group,  at  both  the 
primary  and  intermediate  reading  instructional  levels,  in  skill  in 
identifying  syllables  in  long  words  presented  visually  and  orally. 

Identifying  Syllables  in  Visually  Presented  Long  Words.  — The 
normal  group  exceeded  the  retarded  group,  at  both  the  primary  and 
intermediate  reading  instructional  levels,  in  skill  in  identifying 
syllables  in  long  words  presented  visually. 


Structural  Analysis  Skills 


Seven  structural  analysis  skills  were  examined.  Table  32  contains 
a summary  of  relationships  between  the  retarded  and  normal  groups* 
levels  of  acquisition  on  the  structural  analysis  skills.  These  rela- 
tionships are  described  below. 

Identifying  Components  of  Compounds . --  The  groups  did  not  differ 
in  level  of  acquisition,  at  the  primary  and  intermed?.atc  reading  instruc- 
tional levels,  in  skill  in  identifying  components  of  compounds. 
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Table  32 

Summary:  Level  of  Acquisition  of  the 

Retarded  and  Normal  Groups  — 
Structural  Analysis  Skills 

Basal  reading  skill 

R.I.L. 

Primary  Intermediate 

3,1  Identifying  components  of  compounds 

N-R 

N»R 

4.1  Identifying  roots,  endings,  and  suffixes 

N»R 

N«R 

4.2  Identifying  roots  and  prefixes 

N»R 

N>R 

4.4  Identifying  roots  and  multiple  affixes 

NeR 

N>R 

2.1  Translating  contractions 

N»R 

4.3  Locating  roots  by  using  root-change 
rules 

N«R 

N>R 

1.1  Changing  roots  by  using  root-change 
rules 

N«R 

Identifying  Roots ^ Endings ^ and  Suffixes.  --  The  retarded  and 
normal  groups  did  not  differ  in  level  of  acquisition,  at  the  primary  and 
intermediate  reading  instructional  levels,  in  skill  in  identifying 
non-changing  roots  and  inflectional  and  derivational  suffixes. 

Identifying  Roots  and  Prefixes . — At  the  primary  reading  instruc- 
tional level,  the  retarded  group  and  the  normal  group  •were  homogeneous 
in  skill  in  identifying  roots  and  prefixes.  At  the  intermediate  read- 
ing instructional  level,  the  normal  group  exceeded  the  retarded  group. 

Identifying  Roots  and  Multiple  Affixes.  — The  retarded  and 
normal  groups  did  not  differ  at  the  primary  reading  Instructional 
level.  At  the  Intermediate  reading  instructional  level,  the  normal 
group  exceeded  the  retarded  group  in  initial  skill  in  identifying 
roots  and  multiple  affixes. 

Translating  Contractions.  — At  the  primary  reading  instructional 
level,  the  retarded  and  normal  groups  did  not  differ  in  skill  in 
translating  contractions  ^ The  normal  group  exceeded  the  retarded  group 
in  initial  acquisition  level  at  the  Intermediate  reading,  instructional 
level. 


RETARDED  AND  NORMAL  GROUPS;  Level  of  Acquisition 


m 


Locatln}^  Roots  by  Using  Root- change  Rules.  — At  the  primary 
reading  instrtictional  level,  the  retarded  and  normal  groups  did  not 
differ  in  shill  in  locating  roots  by  using  root-change  rules.  At  the 
intermediate  reading  Instructional  level,  the  normal  group  exceeded 
the  retarded  group  In  initial  skill. 

Changing  Roots  by  Using  Root- change  Rules.  — At  the  primary  read- 
ing instructional  level,  the  retarded  group  and  the  normal  group  did 
not  differ  in  skill  in  applying  root-change  rules.  At  the  Intermediate 
reading  instructional  level,  the  normal  group  exceeded  the  retarded 
group. 


Dictionary  Skills 

The  set  of  dictionary  skills  included  10  skills.  Table  33  con- 
tains a summary  of  the  groups*  levels  of  acquisition  on  the  10  dic- 
tionary skills.  These  relationships  are  described  below. 


Table  33 


Summary;  Level  of  Acquisition  of  the 
Retarded  and  Normal  Groups  — 
Dictionary  Skills 


Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

5.1  Identifying  alphabetical  sequences  based 
on  first  letter 

NaR 

N>R 

5.2  Identifying  alphabetical  sequences  based 
on  third  letter 

N»R 

N>R 

5.3  Identifying  alphabetical  sequences  based 
on  first,  second,  or  third  letter 

NaR 

N=R 

6.3  Using  dictionary  guide  words 

N=R 

N>R 

7.1  Finding  definitions  of  single  entry  words 

NaR 

N>R 

7.2  Finding  definitions  of  multiple  entry 
words 

N«R 

N>R 

8,1  Selecting  definitions  of  single  entry 
words 

mm 

NaR 
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Table  3)  (Continued) 


1 

R.I.L. 

Basal  reading  skill 

Primary 

Intermediate 

8.2  Selecting  definitions  of  multiple  entry 

m m 

N>k 

words 

9.1  Interpreting  single  pronunciation  symbols 

N-R 

N>R 

9.2  Interpreting  multiple  pronunciation  symbols 

N<R 

Identifying  Alphabetical  Sequences  Baaed  on  First  Letter*  "•  The 
normal  group  and  retarded  group  did  not  differ  in  Initial  skill  at 
the  primry  reading  Instructional  level.  At  the  intermediate  reading 
Instructional  level,  the  normal  group  had  the  higher  level  of  skill  in 
identifying  alphabetical  sequences  based  on  first  letter. 

Identifying  Alphabetical  Sequences  Based  on  Third  Ifgtter,  — The 
normal  and  retarded  groups  did  not  differ  at  the  primary  reading 
instructional  level.  At  the  intermediate  reading  instructional  level, 
the  normal  group  exceeded  the  retarded  group  in  skill  in  identifying 
alphabetical  sequences  based  on  third  letter. 

Identifying  Alphabetical  Sequences  Based  on  First . Second,  or 
Third  Letter.  — The  groups  did  not  differ,  at  the  ptimvy  and  inter- 
mediate reading  instructional  levels,  in  skill  in  identifying  alpha- 
betical sequences  based  on  first,  second,  or  third  letter. 

Using  Dictionary  Guide  Words,  — At  the  intermediate  reading 
instructional  level,  the  normal  group  had  the  higher  level  of  skill  in 
using  dictionary  guide  words.  At  the  primary  level,  the  groups  did 
not  differ. 

Finding  Definitions  of  Single  Entry  Words.  — At  the  primary  read- 
ing instructional  level,  the  retarded  and  normal  groups  did  not  differ 
in  skill  in  finding  definitions  of  single  entry  words.  At  the  inter- 
mediate reading  instructional  level,  the  normal  group  achieved  the 
higher  level  in  the  skill. 

Finding  Definitions  of  Multiple  Entry  Words.  — At  the  primary 
reading  instructional  level,  the  normal  and  retarded  groups  attained 
equivalent  levels  of  skill  in  finding  definitions  of  multiple  entry 
words.  At  the  Intermediate  reading  instrtictional  level,  the  normal 
group  had  the  higher  level  of  skill. 
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Selecting  Definitions  of  Single  Entry  Words . --  At  the  Inter- 
mediate reading  instructional  level,  the  normal  and  retarded  groups 
did  not  differ  in  initial  skill  in  selecting  definitions  of  single 
entry  words*  (The  skill  was  not  taught  at  the  primary  reading  instruc- 
tional level*) 

.Selecting  Definitions  of  Multiple  Entry  Words*  — At  the  inter- 
mediate reading  instructional  level,  the  normal, group  exceeded  the 
retarded  group  in  skill  in  selecting  definitions  of  multiple  entry 
words*  (Again,  the  skill  was  not  taught  at  the  primary  reading 
Instructional  level*) 

Interpreting  Single  Pronunciation  Symbols.  — At  reading  instruc- 
tional leyel  3,  the  retarded  and  normal  groups  did  not  differ  in  skill 
in  interpreting  single  pronunciation  symbols*  At  the  Intermediate 
reading  instructional  level,  the  normal  group  exceeded  the  retarded 
group  in  the  skill. 

Interpreting  Multiple  Pronunc ia t ion  Symbols*  --At  reading  instruc- 
tional level  3,  the  retarded  group  attained  the  higher  mean*  At  the 
intermediate  reading  instructional  level,  the  groups  did  not  differ  in 
skill  in  interpreting  mltiple  pronunciation  symbols* 


Word  Functions  Skills 


Eight  word  functions  skills  were  examined*  Table  34  contains 
a summary  of  relationships  between  the  normal  and  retarded  groups* 
levels  of  acquisition  on  the  word  functions  skills*  These  relation- 
ships are  described  below* 

Recognizing  Functions  of  Nouns  * — At  the  primary  and  intermediate 
reading  instructional  levels,  the  groups  did  not  differ  in  initial 
skill  in  recognizing  the  functions  of  nouns* 

Recognizing  Functions  of  Verbs*  — At  the  primary  and  Intermediate 
reading  instructional  levels,  the  retarded  and  normal  groups  had 
equivalent  initial  levels  of  skill  in  recognizing  the  functions  of 
verbs* 

Recognizing  Functions  of  Adjectives.  — At  both  reading  instruc- 
tional levels,  the  retarded  and  normal  groups  had  equivalent  initial 
skill  in  recognizing  the  functions  of  adjectives* 
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Table  34 


Summary;  Level  of  Acquiaition  of  the 
Retarded  and  Normal  Groups  -- 
Word  Functions  Skills 


Basal  reading  skill 


R«I tL* 

Primary  Intermediate 


14*1  Recognizing  functions  of  nouns 
14*2  Recognizing  functions  of  verbs 
14*3  Recognizing  functions  of  adjectives 
14*4  Recognizing  functions  of  adverbs 
15*1  Specifying  functions  of  nouns 
15*2  Specifying  functions  of  verbs 
15*3  Specifying  functions  of  adjectives 
15*4  Specifying  functions  of  adverbs 


N«R 

N=R 

N»R 

N«R 

N»R 

N«R 

N»R 

N»R 

N»R 

N«R 

N»R 

N«R 

N«R 

N=R 

N»R 

N=R 

Recognizing  Functions  of  Adverbs,  — At  the  primary  and  inter- 
mediate reading  instructional  levels,  the  retarded  and  normal  groups 
did  not  differ  in  initial  skill  in  recognizing  the  functions  of  adverbs* 

Specifying  Functions  of  Nouns  * — At  both  the  primary  and  inter- 
mediate reading  instructional  levels,  the  retarded  and  normal  groups 
did  not  differ  in  initial  facility  in  the  sklH  of  specifying  the  func- 
tions of  nouns* 

Specifying  Functions  of  Verbs  * --  At  the  primary  and  intermediate 
reading  instructional  levels,  the  retarded  and  normal  groups  did  not 
differ  in  initial  skill  in  specifying  functions  of  verbs* 

Specifying  Functions  of  Adjectives.  — The  groups  showed  equiva- 
lent  initial  skill,  at  the  primary  and  intermediate  reading  instruc- 
tional levels,  in  specifying  functions  of  adjectives* 

Specifying  Functions  of  Adverbs*  — In  dealing  with  adverbs,  the 
retarded  and  normal  groups  were  equivalent  initially  at  both  the 
primary  and  intermediate  reading  Instructional  levels* 
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Comprehension  Skills 

Fifteen  comprehension  skills  were  assessed.  Table  Si'* consists  of 
a summary  of  the  relationships  between  the  groups  in  terms  of  levels 
of  acquisition  on  the  comprehension  skills.  These  relationships  are 
described  below. 


Table  $5 


Summary:  Level  of  Acquisition  of  the 

Retarded  and  Normal  Groups  -- 
Comprehension  Skills 


Basal  reading  skill 

R 

Primary 

, I,L» 

Intermediate 

16.1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

N*R 

N=R 

17,3  Identifying  main  ideas  directly  stated 
in  paragraphs 

N*R 

EOR 

17,1  Identifying  main  ideas  directly  stated 
in  stories 

N*R 

N>R 

16,2  Identifying  cause-effect  relationships 
implied  in  sentences 

N*R 

N>R 

17.4  Identifying  main  ideas  implied  in 
paragraphs 

N*R 

N>R 

17,2  Identifying  main  ideas  implied  in  stories 

N*R 

N*R 

17,5  Identifying  details  in  stories 

N«R 

ICjR 

19.1  Interpreting  similes 

N>R 

N>R 

19.2  Interpreting  idioms 

N>R 

N>R  . 

19.3  Interpreting  hyperboles 

N>R 

N>R 

19,4  Interpreting  personification 

N>R 

N>R 

19,5  Interpreting  metaphors 

N>R 

N«R 

20.1  Predicting  outcomes  and  actions^ 

N=R 

N=R 

116 
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Table  3^  (Continued) 


Basal  reading  skill *  * * * 

Primary  Intermediate 

20.2  Discriminating  between  fact  and  fiction^  E^R  N<»R 

20.3  Discriminating  between  fact  and  opinion^  N>R  E>R 

SL  \}  C 

* * The  Information  presented  here  for  these  three  critical  read-' 
ing  skills  Is  cited  from  Ifyers  (1967). 


Identifying  Cause- effect  Relationships  Directly  Stated  in 
Sentences.  --At  the  primary  and  Intermediate  readlxag  Instructional 
levels,  the  groups  did  not  differ  In  Initial  achievement  level  in 
grasping  directly  stated  cause-effect  relationships  In  sentences. 

Identifying  Main  Ideas  Directly  Stated  In  Paragraphs.  — At  the 
primary  reading  Instructional  level,  the  two  groups  achieved  at  simi- 
lar levels  of  Initial  skill  in  Identifying  directly  stated  main  Ideas 
In  paragraphs.  At  the  intermediate  reading  Instructional  level,  the 
normal  group  exceeded  the  retarded  group  in  the  skill. 

Identifying  Main  Ideas  Directly  Stated  In  Stories.  — At  the 
primary  reading  Instructional  level,  the  retarded  and  noiml  groups 
had  equivalent  initial  levels  of  skill  in  identifying  main  ideas 
directly  stated  in  stories.  At  the  intermediate  reading  instructional 
level,  the  normal  group  exceeded  the  retarded  group  in  the  skill. 

Identifying  Cause-effect  Relationships  Implied  in  Sentences.  — At 
the  primary  reading  Instructional  level,  the  normal  group  and  retarded 
group  did  not  differ  in  initial  skill  in  identifying  implicitly  stated 
cause-effect  relationships  in  sentences.  At  the  intermediate  level, 
the  normal  group  exceeded  the  retarded  group  in  the  skill. 

Identifying  Main  Ideas  Implied  in  Paragraphs.  — At  the  interme- 
diate reading  instructional  level,  the  normal  group  exceeded  the 
retarded  group  in  grasping  implicitly  stated  main  ideas  in  paragraphs, 
whereas,  at  the  primary  reading  instructional  level,  the  groups  did 
not  differ. 

Identifying  Main  Ideas  Implied  in  Stories.  — The  groups  did  not 
differ  at  either  of  the  two  reading  instructional  levels  in  initial 
skill  in  grasping  implicitly  stated  main  ideas  in  stories. 

Identifying  Details  in  Stories.  — The  retarded  and  normal  groups 
differed  only  at  the  Intermediate  reading  instructional  level:  here, 

the  normal  group  had  higher  initial  skill  in  grasping  details. 
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Interpreting  Similes,  — At  both  the  primary  and  intermediate  read- 
ing  instructional  levels,  the  normal  group  exceeded  the  retarded  group 
in  skill  in  interpreting  similes. 

Interpreting  Idioms.  --  The  normal  group  exceeded  the  retarded 
group  in  skill  in  Interpreting  idioms  at  both  the  primary  and  the 
intermediate  reading  instructional  levels. 

Interpreting  Hyperboles.  --  The  normal  group,  at  both  the  primary 
and  intermediate  reading  instructional  levels,  had  the  higher  level  of 
skill  in  interpreting  hyperboles. 

Interpreting  Personification.  — The  normal  group  exceeded  the 
retarded  group,  at  both  the  primary  and  intermediate  reading  instruc- 
tional levels,  in  interpreting  personification. 

Interpreting  Metaphors.  --  At  the  primary  reading  instructional 
level,  the  normal  group  exceeded  the  retarded  group  in  the  skill.  At 
the  intermediate  reading  Instructional  level,  the  retarded  group  and 
the  normal  group  did  not  differ  in  skill  in  interpreting  metaphors. 

Predicting  Outcomes  and  Actions^.  --  At  the  primary  and  inter- 
mediate reading  instructional  levels,  the  normal  and  retarded  groups 
did  not  differ  in  initial  achievement  level  in  predicting  outcomes  and 
actions. 

2 

Discriminating  Between  Fact  and  Fiction  . --  At  the  primary  and 
intermediate  reading  instructional  levels,  the  groups  did  not  differ 
in  initial  achievement  level  in  distinguishing  between  fact  and  fiction. 

pi s cr imina t ing  Between  Fact  and  Opinion  . — At  the  primary  and 
Intermediate  reading  instructional  levels,  the  normal  group  exceeded 
the  retarded  group  in  skill  in  distinguishing  fact  from  opinion. 


Rate  of  Acquisition 

In  this  section.  Information  is  presented  about  the  retarded  and 
normal  groups* *  rates  of  acquitjition,  during  the  7-month  Instructional 
period,  on  five  categories  of  basal  reading  skills.  The  skill  identi- 
fying  words  at  sight  is  not  considered  here:  this  skill  was  measured 

only  one  time;  data  to  reflect  rate  of  acquisition  were  not  available. 
Similarly,  data  reflecting  rate  of  acquisition  were  available  for  only 


12  3 

* * These  relationships  are  cited  from  Myers  (1967). 


RETARDED  AH)  NORMAL  GROUPS;  Rate  of  Acaulaitlon 


m 


seven  comprehension  skills. 

Phonetic  Amilysls  Skills 

Table  36  contains  a summary  of  relationships  pertinent  to  the 
groups*  rates  of  acquisition  on  the  nine  phonetic  analysis  skills. 
Specific  relationships  are  cited  below. 

Table  36 


Summary:  Rate  of  Acquisition  of  the 

Retarded  and  Normal  Groups  — 
Phonetic  Analysis  Skills 


A.  Significance  of  Increments  During  the  7-month  Instructional  Period 


Basal  reading  skill 


10.1  Associating  vowel  letters  and  sounds 

10.2  Associating  consonant  letters  and 
sounds 

10.3  Associating  consonant  digraphs  and 
sounds 

10.8  Associating  consonant  blends  and 
sounds 

11.3  Dslng  spelling  patterns 

13.1  Identifying  syllables  in  orally  and 
visually  presented  short  words 

12.1  Identifying  syllables  In  visually 
presented  short  words 

13.2  Identifying  syllables  In  orally  and 
visually  presented  long  words 

12.2  Identifying  syllables  in  visually 
presented  long  words 


R.I.L. 

Primary  Intermediate 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 
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Table  $$  (Continued) 


B.  Relationships  Between  Groups 


Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

10.1  Associating  vowel  letters  and  sounds 

N-R 

N-R 

10.2  Associating  consonant  letters  and  sounds 

l^*R 

N-R 

10.3  Associating  consonant  digraphs  and  sounds 

N»R 

N-R 

10.8  Associating  consonant  blends  and  sounds 

N-R 

N-R 

11.3  Using  spelling  patterns 

N>R 

N-R 

13.1  Identifying  syllables  in  orally  and 
visually  presented  short  words 

N-R 

N-R 

12.1  Identifying  syllables  in  visually 
presented  short  words 

N-R 

N-R 

13.2  Identifying  syllables  in  orally  and 
visually  presented  long  words 

N-R 

N-R 

12.2  Identifying  syllables  in  visually 
presented  long  words 

N«R 

N-R 

Associating  Vowel  Iietters  and  Sounds.  — At  the  primary  and  Inter- 
mediate levels,  the  subjects  showed  significant  increcE^nts  during  the 
7 -month  Instructional  period.  Neither  group  reached  the  task  celling 
for  associating  vowel  letters  and  sounds.  The  groups  did  not  differ 
in  acquisition  rate. 

Associating  Consonant  Letters  and  Sounds.  --  At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task 
ceiling  for  associating  consonant  letters  and  sounds.  The  groups  did 
not  differ  in  acquisition  rate. 

Associating  Consonant  Digraphs  and  Sounds.  --  At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task 
celling  for  associating  consonant  digraphs  and  sounds.  The  groups  did 
not  differ  in  acquisition  rate. 

Associating  Consonant  Blends  and  Sounds.  --At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  Instructional  period.  Neither  group  reached  the  task 
celling  for  associating  consonant  blends  and  sounds.  The  groups  did 
not  differ  in  acquisition  rate. 
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Using  Spelling  Patterns,  --At  the  primary  and  intermediate  levels 
the  subjects  showed  significant  increments  during  the  7-month  instruc- 
tional period.  Neither  group  reached  the  task  celling  for  using 
spelling  patterns.  At  the  primary  level,  the  normal  group  exceeded 
fhe  retarded  group  in  rate  of  acquisition;  at  the  intetm^iate 
level,  the  groups  did  not  differ. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Short 
Words,  — At  the  primary  and  intermediate  instructional  levels,  the 
subjects  showed  significant  Increments  during  the  7-month  instructional 
period.  Neither  group  reached  the  task  ceiling  on  the  skill.  The 
groups  did  not  differ  in  acquisition  rate. 

Identifying  Syllables  in  Visually  Presented  Short  Words.  — At  the 
primary  and  Intermediate  levels,  the  subjects  showed  significant  incre- 
ments during  the  7-month  instructional  period.  Neither  group  reached 
the  task  ceiling  on  the  skill.  The  groups  did  not  differ  in  acquisi- 
tion rate  for  identifying  syllables  in  visually  presented  short  words. 

Identifying  Syllables  in  Orally  and  Visually  Presented  Long 
Words,  — At  the  primary  and  intermediate  levels,  the  subjects  showed 
significant  increments  over  the  7-month  instructional  period.  Neither 
group  reached  the  task  ceiling.  The  retarded  and  normal  groups  did 
not  differ  in  acquisition  rate. 

Identifying  Syllables  in  Visually  Presented  Long  Words,  — At  the 
primary  and  Intermediate  levels,  the  subjects  showed  significant  incre- 
ments over  the  7-month  instructional  period.  Neither  group  reached 
the  ceiling  of  the  task.  The  groups  did  not  differ  in  acquisition 
rate  for  identifying  syllables  in  visually  presented  long  words. 


Structural  Analysis  Skills 


Seven  structural  analysis  skills  were  examined.  Table  37  contains 
a summary  of  relationships  pertinent  to  the  groups*  rates  of  acquisi- 
tion on  the  seven  structural  analysis  skills.  These  relationships  are 
described  below. 

Identifying  Components  of  Compounds.  --At  the  primary  and  inter- 
mediate levels,  the  retarded  and  normal  subjects  showed  significant 
increments  during  the  7-month  instructional  period.  Neither  group 
reached  the  task  celling  for  identifying  components  of  compounds.  The 
normal  group  exceeded  the  retarded  group  in  acquisition  rate  at  both 
the  primary  and  intermediate  reading  instructional  levels. 
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Table  $1 


Sunoary;  Rate  of  Acquisition  of  the 
Retarded  and  Normal  Groups  *- 
Structtural  Analysis  Skills 

A,  Significance  of  Increments  During  the  7-month  Instructional  Period 


BasAl  reading  skill 

R. 

Primary 

iI.L. 

Intermediate 

3.1  Identifying  components  of  compounds 

Significant 

Significant 

4.1  Identifying  roots,  endings,  and  • 
suffixes 

Significant 

Significant 

4.2  Identifying  roots  and  prefixes 

Significant 

Significant 

4.4  Identifying  roots  and  multiple 
affixes 

Significant 

Significant 

2.1  Translating  contractions 

Significant 

Significant 

4.3  Locating  roots  by  using  root-change 
rules 

Significant 

Significant 

1.1  Changing  roots  by  using  root-change 
rules 

Significant 

Significant 

B.  Relationships  Between  Groups 

Basal  reading  skill 

R.I.L. 

Primary  Intermediate 

3.1  Identifying  components  of  compounds 

N>R 

N>R 

4.1  Identifying  roots,  endings,  and 
suffixes 

N«R 

KD>R 

4.2  Identifying  roots  and  prefixes 

N>R 

4.4  Identifying  roots  and  multiple 
affixes 

N>R 

N«R 

2.1  Translating  contractions 

N>R 

N»R 

4.3  Locating  roots  by  using  root-change 
rules 

N>R 

NaR 

1.1  Changing  roots  by  using  root-change 
rules 

N>R 

NaR 
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Identifying  Roots.  Endings,  and  Suffixes.  — At  the  primary  and 
Intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task 
celling  for  identifying  roots,  endings,  and  suffixes.  At  the  primary 
level,  the  two  groups  did  not  differ  in  acquisition  rate;  at  the 
intermediate  level,  the  noscmal  group  exceeded  the  retarded  group* 

Identifying  Roots  and  Prefixes.  --At  the  primary  and  intermediate 
levels,  the  subjects  showed  significant  increments  during  the  7-month 
instructional  period.  Neither  group  reached  the  task  celling  for 
identifying  roots  and  prefixes.  At  the  primary  level,  the  normal  group 
exceeded  the  retarded  group  in  acquisition  rate;  at  the  intermediate 
level,  the  two  groups  did  not  differ. 

Identifying  Roots  and  Multiple  Affixes.  --At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task 
ceiling  for  identifying  roots  and  multiple  affixes.  At  the  primary 
level  the  normal  group  exceeded  the  retarded  group  in  acquisition  rate; 
at  the  intermediate  level,  the  txzo  groups  did  not  differ. 

Translating  Contractions.  --At  the  primary  and  intermediate 
levels,  the  subjects  showed  significant  incr^ents  during  the  7-month 
instructional  period.  Neither  group  reached  the  task  ceiling  for 
translating  contractions.  At  the  primary  level,  the  normal  group 
exceeded  the  retarded  group  in  acquisition  rate;  at  the  intermediate 
levely  the  groups  did  not  differ. 

Locating  Roots  Using  Root -change  Rules . **"  At  the  primary  atul 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task 
ceiling  for  locating  roots  by  using  root -change  rules.  At  the  primary 
level,  the  normal  group  exceeded  the  retarded  group  in  acquisition 
rate;  at  the  intermediate  level,  the  two  groups  did  not  differ. 

Changing  Roots  by  Using  Root -change  Rules.  At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  celling 
for  changing  roots  by  using  root- change  rules.  At  the  primary  level, 
the  normal  group  exceeded  the  retarded  group  in  acquisition  rate; 
at  the  intermediate  level,  the  two  groups  did  not  differ. 


Dictionary  Skills 

Table  38  contains  a summary  of  the  groups*  relative  rates  of 
acquisition  on  the  10.  dictionary  skills.  These  relationships  are 
described  below. 
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Table  38 


Sunimary:  Rate  of  Acquisition  of  the 

Retarded  and  Normal  Groups  — 
Dictionary  Skills 


A.  Significance  of  Increments  During  the  7-month  Instructional  Period 


Easal  reading  skill 

R.I.L. 

Primary  Intermediate 

5.1  Identifying  alphabetical  sequences 
based  on  first  letter 

Significant 

Significant 

5*2  Identifying  alphabetical  sequences 
based  on  third  letter 

Significant 

Significant 

5.3  Identifying  alphabetical  sequences 

based  on  first,  second,  or  third  letter 

Significant 

Significant 

6.3  Using  dictionary  guide  words 

Significant 

Significant 

7.1  Finding  definitions  of  single  entry 
words 

Significant 

Significant 

7.2  Finding  definitions  of  multiple  entry 
words 

Significant 

Significant 

8.1  Selecting  definitions  of  single  entry 
words 

mm  mm 

Significant 

8.2  Selecting  definitions  of  multiple 
entry  words 

— 

Significant 

9.1  Interpreting  single  pronunciation 
symbols 

Significant 

Significant 

9.2  Interpreting  multiple  pronunciation 
symbols 

Significant 

Non- signifi- 
cant 

6.  Relationships  Between  Groups 

Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

5.1  Identifying  alphabetical  sequences 
based  on  first  letter 

N*R 

5.2  Identifying  alphabetical  sequences 
based  on  third  letter 

N>R 

N=R 
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Table  33  (Continued) 


Basal  reading  skill 

Primary 

R.  I .L* 

Intermediate 

5.3  Identifying  alphabetical  sequences 

based  on  first,  second,  or  third  letter 

N«R 

N>R 

6.3  Using  dictionary  guide  words 

N»R 

N=R 

7.1  Finding  definitions  of  single  entry 
words 

N«R 

N*R 

7.2  Finding  definitions  of  multiple  entry 
words 

N«R 

N>R 

8.1  Selecting  definitions  of  single  entry 
words 

m m 

N=R 

8.2  Selecting  definitions  of  multiple  entry 
words 

m w 

N>R 

9.1  Interpreting  single  pronunciation  symbols 

N>R 

N«R 

9.2  Interpreting  multiple  pronunciation 
symbols 

N>R 

b 

«■«« 

a b 

* The  groups'  rates  of  acquisition  for  these  skills  could  not  be 
compared  at  the  Intermediate  level:  on  Identifying  alphabetical 


sequences  based  on  first  letter,  the  normal  group  approached  the  task 
ceiling;  on  Interpreting  multiple  pronunciation  symbols,  the  subjects 
did  not  show  a significant  Increment. 


Identifying  Alphabetical  Sequences  Based  on  First  Letter.  -•  At 
the  primary  and  Intermediate  levels,  the  subjects  showed  significant 
Increments  during  the  7-month  Instructional  period.  At  the  primary 
level,  neither  group  reached  the  task  celling  for  Identifying  alpha- 
betical sequences  based  on  first  letter;  at  the  Intermediate  level,  the 
normal  group  approached  the  task  celling.  At  the  primary  level,  the  two 
groups  did  not  differ  In  acquisition  rate;  at  the  Intermediate  level, 
the  groups'  rates  of  acquisition  could  not  be  compared. 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter.  --  At 
the  primary  and  Intermediate  levels,  the  subjects  showed  significant 
Increments  during  the  7 -month  Instructional  period.  Neither  group 
reached  the  task  celling  for  Identifying  alphabetical  sequences  based 
on  third  letter.  At  the  primary  level,  the  normal  group  exceeded  the 
retarded  group  In  acquisition  rate;  at  the  Intermediate  level,  the  two 
groups  did  not  differ. 
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Identifying  Alphabetical  Sequences  Based  on  First,  Second,  or 
Third  Letter.  — At  the  primary  and  Intermediate  levels,  the  subjects 
showed  significant  Increments  during  the  7-month  Instructional  period. 
Neither  group  reached  the  task  celling  for  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter.  At  the  primary 
level,  the  two  groups  did  not  differ  in  acquisition  rate;  at  the 
ihteriDediate  level,  the  normal  group  exceeded  the  retarded  group^ 

Using  Dictionary  Guide  Words.  — At  the  primary  and  intermediate 
levels,  the  subjects  showed  significant  Increments  during  the  7-month 
instructional  period.  Neither  group  reached  the  task  celling  for  using 
dictionary  guide  words.  The  two  groups  did  not  differ  In  acquisition 
rate. 


Finding  Definitions  of  Single  Entry  Words.  — At  the  primary  and 
Intexmedlate  levels,  the  subjects  showed  significant  Increments  during 
the  7 -month  instructional  period.  Neither  group  reached  the  task 
celling  for  finding  definitions  of  single  entry  words.  The  two  groups 
did  not  differ  in  rate  of  acquisition. 

Finding  Definitions  of  Multiple  Entry  Words.  — At  the  primary  and 
Intermediate  levels,  the  subjects  showed  significant  Increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task  cell- 
ing for  finding  definitions  of  multiple  entry  words.  At  the  primary 
level,  the  two  groups  did  not  differ  In  acquisition  rate;  at  the 
Intermediate  level,  the  normal  group  exceeded  the  retarded  group. 

Selecting  Definitions  of  Single  Entry  Words.  — At  the  interme- 
diate level,  the  two  groups  showed  significant  Increments  during  the  7- 
month  Instructional  period.  Neither  group  reached  the  task  celling  for 
selecting  definitions  of  single  entry  words.  The  two  groups  did  not 
differ  In  acquisition  rate  at  the  Intermediate  level.  (The  skill  was 
not  taught  at  the  primary  reading  instructional  level.) 

Selecting  Definitions  of  Multiple  Entry  Words.  --At  the  interme- 
diate level,  the  subjects  showed  significant  Increments  during  the  7- 
month  instructional  period.  Neither  group  reached  the  task  celling 
for  selecting  definitions  of  multiple  entry  words.  At  the  intermediate 
level,  the  normal  group  exceeded  the  retarded  group  in  acquisition  rate. 
(The  skill  was  not  taught  at  the  primary  reading  Instructional  level.) 

Interpreting  Single  Pronunciation  Symbols.  --At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  Increments  during 
the  7-month  Instructional  period.  Neither  group  reached  the  task  ceil- 
ing for  Interpreting  single  pronunciation  symbols.  At  the  primary 
level,  the  normal  group  exceeded  the  retarded  group  In  acquisition 
rate;  at  the  Intermediate  level,  the  two  groups  did  not  differ. 
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Interpreting  Multiple  Pronunciation  Symbols,  --  At  the  primary 
level,  the  subjects  showed  significant  Increments  during  the  7-mohth 
Instructional  period;  at  the  Intermediate  level,  no  Increment  was 
shown.  Neither  of  the  groups  reached  the  task  celling  for  Interpret- 
ing multiple  pronunciation  symbols.  At  the  primary  level,  the  normal 
group  exceeded  the  retarded  group  In  rate  of'  acquisition;  at  the 
Intermediate  level,  the  two  groups  were  not  compared. 


Word  Functions  Skills 

Table  39  contains  a summary  of  the  retarded  and  normal  groups' 
relative,  rates  of  acquisition  on  the  eight  word  functions  skills. 
These  relationships  are  presented  below. 


Table  39 


Summary:  Rate  of  Acquisition  of  the 

Retarded  and  Normal  Groups  -- 
Word  Functions  Skills 


A.  Significance  of  Increments  During  the  7-month  Instructional  Period 


Basal*  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

14.1  Recognizing  functions  of  nouns 

Significant 

Significant 

14.2  Recognizing  functions  of  verbs 

Significant 

Significant 

14.3  Recognizing  functions  of  adjectives 

Significant 

Significant 

14.4  Recognizing  functions  of  adverbs 

Significant 

Significant 

15.1  Specifying  functions  of  nouns 

Significant 

Significant 

15.2  Specifying  functions  of  verbs 

Significant 

Non- signifi- 
cant 

15.3  Specifying  functions  of  adjectives 

Significant 

Significant 

15.4  Specifying  functions  of  adverbs 

Significant 

Non- signifi- 
cant 
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Table  39  (Continued) 

B.  Relationships  Between  Groups 


Basal  reading  skill 

. R.i,L. 

Primary  Intermediate 

14.1  Recognizing  functions  of  nouns 

N>R 

N«R 

14.2  Recognizing  functions  of  verbs 

N>R 

N>R 

14.3  Recognizing  functions  of  adjectives 

N>R 

N>R 

14.4  Recognizing  functions  of  adverbs 

N«R 

N>R 

15.1  Specifying  functions  of  nouns 

N«R 

N=R 

A 

15.2  Specifying  functions  of  verbs 

N»R 

9 

15.3  Specifying  functions  of  adjectives 

N»R 

N=R 

15.4  Specifying  functions  of  adverbs 

N«R 

D 

m m 

®*\he  subjects  did  not  show  significant  increments  for  these, 
skills  at  the  intermediate  level;  and  so,  the  groups*  rates  of 
acquisition  could  not  be  compared. 


Recognizing  Functions  of  Nouns . — At  the  primary  and  intermediate 
levels,  the  subjects  showed  significant  increments  during  the  7-month 
instructional  period.  Neither  group  reached  the  task  celling  for 
recognizing  functions  of  nouns.  At  the  primary  level,  the  normal  group 
had  the  faster  rate  of  acquisition;  at  the  intermediate  level,  the  two 
groups  did  not  differ. 

Recognizing  Functions  of  Verbs.  --  At  the  primary  and  inteinnediate 
levels,  the  subjects  showed  significant  increments  during  the  7-month 
Instructional  period.  Neither  group  reached  the  task  ceiling  for 
recognizing  functions  of  verbs.  The  normal  group  had  the  faster  rate 
of  acquisition  at  both  the  primary  and  intermediate  levels. 

Recognizing  Functions  of  Adjectives.  — At  the  primary  and  interme- 
diate levels,  the  subjects  showed  significant  increments  during  the  7- 
month  instructional  period.  Neither  group  reached  the  task  celling  for 
recognizing  functions  of  adjectives.  The  normal  group  exceeded. the 
retarded  group  in  acquisition  rate  at  both  the  primary  and  Intermediate 
levels. 

Recoimizing  Functions  of  Adverbs.  --At  the  primary  and  interme- 
diate levels,  the  subjects  showed  significant  increments  during  the  7- 
month  instructional  period.  Neither  group  reached  the  task  ceiling  for 
recognizing  functions  of  adverbs.  At  the  primary  level,  the  two  groups 
did  not  differ  in  acquisition  rate;  at  the  Intermediate  level,  the 


RETARDED  AW)  NORMAL  GROUPS!  Rate  of  Accroisltion 


228 


normal  group  exceeded  the  retarded  group • 

Specifying  Functions  of  Nouns.  --At  the  primary  and  Intermediate 
levels,  the  subjects  showed  significant  Increments  during  the  7-month 
Instructional  period.  Neither  group  reached  the  task  celling  for 
specifying  functions  of  nouns.  At  both  levels,  the  two  groups  did  not 
differ  In  rates  of  acquisition. 

Specifying  Functions  of  Verbs.  — At  the  primary  level,  the  sub- 
jects showed  significant  increments  during  the  7-month  instructional 
period;  at  the  Intermediate  level,  no  Increment  was  shown*  Neither 
group  reached  the  task  celling  for  specifying  functions  of  verbs.  At 
the  primary  level,  the  groups  did  not  differ  in  rates  of  acquisition; 
at  the  Intermediate  level,  the  groups'  rates  of  acquisition  could  not 
be  compared. 

Specifying  Functions  of  Adjectives.  — At  the  primary  and  interme- 
diate levels,  the  subjects  showed  significant  Increments  during  the  7- 
month  Instructional  period.  Neither  group  reached  the  task  celling  for 
specifying  functions  of  adjectives.  At  both  levels,  the  two  groups  did 
not  differ  In  acquisition  rates. 

Specifying  Functions  of  Adverbs.  --At  the  primary  level,  the  sub- 
jects showed  significant  Increments  during  the  7-month  instructional 
period;  at  the  Intermediate  level*  no  Increment  was  shown.  Neither 
group  reached  the  task  celling  for  specifying  functions  of  adverbs. 

At  the  primary  level,  the  groups  did  not  differ  In  acquisition  rate; 
at  the  Intermediate  level,  the  groups*  rates  of  acquisition  could  not 
be  compared. 


Comprehension  Skills 


Data  indicating  rate  of  acquisition  during  the  7-month  Instruc- 
tional period  were  obtained  for  seven  comprehension  skills;  the 
remaining  eight  skills  were  measured  only  one  time.  Table  40  contains 
a sunmary  of  the  groups'  relative  rates  of  acquisition  on  the  seven 
comprehension  skills.  These  relationships  are  summarized  below. 

Identifying  Cause-effect  Relationships  Directly  Stated  In 
Sentences . --  At  the  primary  level,  the  subjects  showed  significant 
Increments  during  the  7 -month  Instructional  period;  at  the  Intermediate 
level,  no  Increment  was  shown.  Neither  group  reached  the  task  ceiling 
for  Identifying  cause-effect  relationships  directly  stated  In  sentences. 
At  the  primary  level,  the  normal  group  hiul  the  faster  rate  of  acquisi- 
tion; at  the  Intermediate  level,  the  two  groups  could  not  be  compared^ 
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Table  40 


Summary:  Rate  of  Acquisition  of  the 

Retarded  and  Normal  Groups  — 

Comprehension  Skills 

A.  Significance  of  Increments  During  the  7-month  Instructional  Period 


Basal  reading  skill 

R.I.L, 

Primary  Intermediate 

16.1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

Significant 

Non- signifi- 
cant 

17.3  Identifying  main  ideas  directly 
stated  in  paragraphs 

Significant 

Significant 

17.1  Identifying  main  ideas  directly 
stated  in  stories 

Significant 

Significant 

16.2  Identifying  cause-effect  relation- 
ships Implied  in  sentences 

Significant 

Significant 

17.4  Identifying  main  ideas  Implied  in 
paragraphs 

Significant 

Significant 

17.2  Identifying  main  ideas  implied  in 
stories 

Significant 

Significant 

17.5  Identifying  details  in  stories 

Significant 

Significant 

B.  RelatJ-onships  Between  Groups 

Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

16.1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

lOR 

a 

mm  m 

17.3  Identifying  main  ideas  directly  stated 
in  paragraphs 

N>R 

IhR 

17,1  Identifying  main  ideas  directly  stated 
in  stories 

N=R 

N*R 

16.2  Identifying  cause-effect  relationships 
implied  in  sentences 

N=R 

N*R 

17.4  Identifying  main  ideas  implied  in 
paragraphs 

NOR 

N=*R 
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Table  40  (Continued) 


Basal  reading  skill 

R.I.b. 

• 

Primary  Intermediate 

17.2  Identifying  main  ideas  implied  in  stories 

N>R  N>R 

17.5  Identifying  details  in  stories 

N>R  N«R 

^he  subjects  did  not  show  a significant  increment  for  this  skill 
a.t  the  Intermediate  level;  therefore,  the  rates  of  acquisition  could  not 
be  compared. 


Identifying  Main  Ideas  Directly  Stated  in  Paragraphs.  — At  the 
primary  and  intermediate  levels,  the  subjects  showed  significant  incre- 
ments during  the  7-month  Instructional  period.  Neither  group  reached 
the  task  ceiling  for  identifying  main  ideas  directly  stated  in  para- 
graphs. At  the  primary  level,  the  normal  group  had  the  faster  rate  of 
acquisition;  at  the  intermediate  level,  the  two  groups  did  not  differ. 

Identifying  Main  Ideas  Directly  Stated  in  Stories.  --  At  the 
primary  and  intermediate  levels,  the  subjects  showed  significant  incre- 
ments during  the  7-month  instructional  period.  Neither  group  reached 
the  task  celling  for  identifying  main  ideas  directly  stated  in  stories. 
At  both  levels,  the  groups  did  not  differ  in  rate  of  acquisition. 

Identifying  Cause- effect  Relationships  Implied  in  Sentences.  — 

At  the  primary  and  intermediate  levels,  the  subjects  showed  slfpalf leant 
Increments  during  the  7-month  Instructional  period.  Neither  group 
reached  the  task  ceiling  for  identifying  cause-effect  relationships 
implied  in  sentences.  At  both  levels,  the  groups  did  not  differ  in 
rate  of  acquisition. 

Identifying  Main  Ideas  Implied  in  Paragraphs.  — At  the  primary 
and  intermediate  levels,  the  subjects  showed  significant  Incr^ements 
during  the  7-month  Instructional  period.  Neither  group  reached  the 
task  celling  for  identifying  main  ideas  implied  in  paragraphs.  At  the 
primary  level,  the  normal  group  had  the  faster  rate  of  acquisition; 
at  the  intermediate  level,  the  two  groups  did  not  differ. 

Identifying  Main  Ideas  Implied  in  Stories.  --At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  Increments  during 
the  7-month  Instructional  period.  Neither  group  reached  the  task 
ceiling  for  identifying  main  ideas  implied  in  stories.  At  both  levels, 
the  normal  group  showed  the  faster  rate  of  acquisition. 
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Identifying  Defile  jja  Stories.  — At  the  primary  and  intermediate 
levela,  the  subjects  showed  significant  increments  during  the  7-month 
instructional  period.  Neither  group  rfched  the  task  ceiling  for  iden- 
tifying details  in  stories.  At  the  primary  level,  the  normal  group  had 
the  faster  acquisition  rate;  at  the  intermediate  le^el,  the  two  groups 
did  not  differ. 


Summary  of  Results 
Level  of  Acquisition 
Identifying  Words  At  Sight 

At  both  the  primary  aiid  intermediate  levels,  the  retarded  and 
normal  groups  did  not  differ  in  initial  level  of  acquisition  in  identi- 
fying words  at  sight. 

Phonetic  Analysis  Skills 

Primary  Level.  — The  retarded  and  normal  groups  at  the  primary 
level  did  not  differ  in  level  of  acquisition  on  six  phonetic  analysis 
skills:  associating  vowel  letters  and  sounds,  associating  consonant 

letters  and  sounds,  associating  consonant  digraphs  and  sounds, 
associating  consonant  blends  and  sounds,  identifying  syllables  in  orally 
flfiA  visually  presented  short  words,  and  identifying  syllables  in  visually 
presented  short  words.  The  normal  group  exceeded  the  retarded  group  in 
level  of  acquisition  on  three  phonetic  analysis  skills:  identifying 

syllables  in  orally  and  visually  presented  long  words,  identifying 
syllables  in  visually  presented  long  words,  and  using  spelling  patterns. 
The  retarded  group  did  not  exceed  the  normal  group  in  level  of  acquisi- 
tion on  any  of  the  phonetic  analysis  skills. 

Intermediate  Level.  --  The  retarded  and  normal  groups  at  the 
intermediate  level  did  not  differ  in  level  of  acquisition  on  three 
phonetic  analysis  skills:  associatixig  vowel  letters  and  sounds, 

associating  consonant  letters  and  sounds,  and  associating  consonant 
digraphs  and  sounds.  The  normal  group  exceeded  the  retarded  group  in 
level  of  acquisition  on  six  phonetic  analysis  skills:  associating 
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consonant  blends  and  sounds,  Identifying  syllables  in  orally  and 
visually  presented  short  words,  identifying  syllables  in  visually 
presented  short  words,  identifying  syllables  in  orally  and  visually 
presented  long  words.  Identifying  syllables  in  visually  presented 
long  words,  and  using  spelling  patterns.  The  retarded  group  did  not 
exceed  the  normal  group  in  level  of  acquisition  on  any  of  the  phonetic 
analysis  skills. 

Structural  Analysis  Skills 

Primary  Level.  — The  retarded  and  normal  groups  at  the  primary 
level  did  not  differ  in  level  of  acquisition  on  any  of  the  seven  struc- 
tural analysis  skills:  identifying  components  of  compounds,  identifying 

roots,  endings,  and  suffixes,  identifying  roots  and  prefixes,  identi- 
fying roots  axid  multiple  affixes,  translating  contractions,  locating 
roots  by  using  root-change  rules,  and  changing  roots  by  using  root- 
change  rules. 

Intermediate  Level.  — The  normal  and  retarded  groups  at  the 
Intermediate  level  did  not  differ  in  level  of  acquisition  on  two 
structural  analysis  skills:  identifying  components  of  compounds  and 

identifying  roots,  endings,  and  suffixes.  The  normal  group’s  level  of 
acquisition  exceeded  that  of  the  retarded  group  on  five  structural 
analysis  skills:  identifying  roots  and  prefixes,  identifying  roots  and 

multiple  affixes,  translating  contractions,  locating  roots  by  using 
root-change  rules,  and  changing  roots  by  using  root-change  rules.  The 
retarded  group  did  not  exceed  the  normal  group  in  level  of  acquisition 
on  any  of  the  structural  analysis  skills. 

Dictionary  Skills  ^ 

Prltnagy  Level.  — The  normal  and  retarded  groups  at  the  primary 
level  did  not  differ  in  level  of  acquisition  on  seven  dictionary  skills: 
identifying  alphabetical  sequences  based  on  first  letter,  identifying 
alphabetical  sequences  based  on  third  letter,  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  finding  definitions  of  single  entry  words,  finding 
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definitions  of  multiple  entry  words,  and  interpreting  single  pro- 
nunciation symbols.  The  normal  group  did  not  exceed  the  retarded 
group  in  level  of  acquisition  on  any  of  the  dictionary  skills.  The 
retarded  group  exceeded  the  normal  group  in  level  of  acquisition  on 
one  skill:  Interpreting  multiple  pronunciation  symbols. 

Intermediate  Level.  — The  two  groups  at  the  intermediate  level 
did  not  differ  in  level  of  acquisition  on  three  dictionary  skills: 
identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter,  selecting  definitions  of  single  entry  words,  and  interpreting 
multiple  pronunciation  symbols.  The  normal  group  exceeded  the  retarded 
group  in  level  of  acquisition  on  seven  dictionary  skills:  identifying 

alphabetical  sequences  based  on  first  letter,  Identifying  alphabetical 
sequences  based  on  third  letter,  using  dictionary  guide  words,  finding 
definitions  of  single  entry  words,  finding  definitions  of  multiple 
entry  words,  selecting  definitions  of  multiple  entry  words,  and  inter- 
preting single  pronunciation  symbols.  The  retarded  group  did  not 
exceed  the  normal  group  on  any  of  the  dictionary  skills. 

Word  Functions  Skills 

Primary  Level.  — The  retarded  and  normal  groups  at  the  primary 
level  did  not  differ  in  level  of  acquisition  on  any  of  the  eight 
word  functions  skills:  recognising  functions  of  nouns,  recognizing 

functions  of  verbs,  recognizing  functions  of  adjectives,  recognizing 
functions  of  adverbs,  specifying  functions  of  nouns,  specifying  func- 
tions of  verbs,  specifying  functions  of  adjectives,  and  specifying 
functions  of  adverbs. 

Intermediate  Level.  --  The  retarded  and  normal  groups  at  the 
intermediate  level  did  not  differ  in  level  of  acquisition  on  any  of 
the  eight  word  functions  skills:  recognizing  functions  of  nouns, 

recognizing  functions  of  verbs,  recognizing  functions  of  adjectives, 
recognizing  functions  of  adverbs,  specifying  functions  of  nouns, 
specifying  functions  of  verbs,  specifying  functions  of  adjectives, 
and  specifying  functions  of  adverbs. 
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Comprehension  Skills 

Primary  Level*  — The  retarded  and  normal  groups  at  the  primary 
level  did  not  differ  In  level  of  acquisition  on  nine  of  the  comprehen- 
sion skills:  Identifying  cause-effect  relationships  directly  stated  In 

sentences,  Identifying  main  Ideas  directly  stated  In  paragraphs,  Iden- 
tifying main  ideas  directly  stated  in  stories,  identifying  cause-effect 
relationships  implied  in  sentences,  identifying  main  ideas  implied  in 
paragraphs,  identifying  main  ideas  implied  in  stories,  identifying 
details  in  stories,  predicting  outcomes  and  actions,  and  discriminating 
between  fact  and  fiction.  The  normal  group  exceeded  the  retarded  group 
in  level  of  acquisition  on  six  comprehension  skills:  interpreting 

similes,  interpreting  idioms,  interpreting  hyperboles,  interpreting 
personification,  interpreting  metaphors,  and  discriminating  between 
fact  and  opinion.  The  retarded  group  did  not  exceed  the  normal  group 
on  any  of  the  comprehension  skills. 

Intermediate  Level.  — At  the  intermediate  level,  the  normal  and 
retarded  groups  did  not  differ  in  level  of  acquisition  on  five  compre- 
hension skills:  identifying  cause-effect  relationships  directly 

stated  in  sentences,  identifying  main  ideas  implied  in  stories,  interr 
preting  metaphors,  predicting  outcomes  and  actions,  and  discriminating 
between  fact  and  fiction.  The  normal  group  exceeded  the  retarded  group 
in  level  of  acquisition  on  ten  of  the  comprehension  skills:  identifying 

main  ideas  directly  stated  in  paragraphs,  identifying  main  ideas 
directly  stated  in  stories,  identifying  cause-effect  relationships 
implied  in  sentences,  identifying  main  ideas  implied  in  paragraphs, 
identifying  details  in  stories,  interpreting  similes,  interpreting 
idioms,  interpreting  hyperboles,  interpreting  personification,  and 
discriminatitig  between  fact  and  opinion.  The  retarded  group  did  not 
exceed  the  normal  group  in  level  of  acquisition  on  any  of  the  compre- 
hension skills. 
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Phonetic  Analysis  Skills 

Primary  Level.  — The  retarded  and  normal  subjects  at  the  primary 
level  shoved  significant  increments  during  the  7-month  instructional 
period  on  all  nine  phonetic  analysis  skills.  Neither  group  reached 
the  ceiling  on  any  task. 

The  retarded  and  normal  groups  at  the  primary  level  did  not  differ 
in  rate  of  acquisition  on  eight  of  the  nine  sklllss  associating  vowel 
letters  and  sounds,  associating  consonant  letters  and  sounds,  associating 
consonant  digraphs  and  sounds,  associating  consonant  blends  and  sounds, 
identifyin^g  syllables  in  orally  and  visually  presented  short  words. 
Identifying  syllables  in  orally  and  visually  presented  long  words, 
identifying  syllables  in  visually  presented  short  words,  and  identifying 
syllables  in  visually  presented  long  words.  The  normal  group  had  the 
faster  acquisition  rate  on  one  skill:  using  spelling  patterns.  At  the 

primary  level,  the  retarded  group  did  not  exceed  the  normal  group  in 
rate  of  acquisition  on  any  phonetic  analysis  skill. 

Intermediate  Level.  — The  retarded  and  normal  subjects  at  the 
Intermediate  level  showed  significant  increments  during  the  7-month 
Instructional  period,  on  all  nine  phonetic  analysis  skills.  Neither 
group  reached  the  ceilings  of  the  tasks. 

The  retarded  and  normal  groups  at  the  intermediate  level  did  not 
differ  in  rate  of  acquisition  on  any  of  the  nine  phonetic  analysis 
skills* 

Structural  Analysis  Skills 

Primary  Level.  — The  retarded  and  normal  subjects  at  the  primary 
level  showed  significant  Increments,  during  the  7-month  instructional 
period,  on  all  seven  structural  analysis  skills.  Neither  group  reached 
the  ceiling  of  any  task. 

The  normal  and  retarded  groups  at  the  primary  level  did  not  differ 
in  rate  of  acquisition  on  one  skill:  identifying  roots,  endings,  and 
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suffixes.  On  the  remaining  six  structural  analysis  skills,  the  normal 
group  exceeded  the  retarded  group.  These  skills  included  identifying 
components  of  compounds,  identifying  roots  and  prefixes, .identifying 
roots  and  multiple  affixes,  translating  contractions,  locating  roots 
by  using  root-cha^e  rules,  and  changing  roots  by  using  root-ci^ange 
rules.  At  the  primary  level,  the  retarded  group  did  not  exceed  the 
normal  group  in  rate  of  acquisition  on  any  structural  analysis  skills. 

Intermediate  Level.  — The  retarded  and  normal  subjects  at  the 
intermediate  level  showed  significant  Increments  during  the  7-month 
instructional  period  on  all  seven  skills.  Neither  group  reached  the 
ceiling  of  any  task. 

The  two  groups  did  not  differ  at  the  intermediate  level  on  five 
structural  analysis  skills:  identifying  roots  and  prefixes,  identi- 

fying roots  and  multiple  affixes,  translating  contractions,  locating 
roots  by  using  root-change  rules,  and  changing  roots  by  using  root- 
change  rules.  On  the  two  remaining  skills,  the  normal  group  exceeded 
the  retarded  group.  These  skills  were  Identifying  components  of  . 
compounds  and  identifying  roots,  endings,  and  suffixes.  At  the. 
intermediate  level,  the  retarded  group  did  not  exceed  the  normal  group 
in  rate  of  acquisition  on  any  structural  analysis  skills. 

4 

Dictionary  Skills  . , . 

— The  retarded  and  normal  subjects*  at  the  primary 
level  showed  significant  Increments,  during  the  7-iix>nth  instructional 
period,  on  eight  dictionary  skills.  Two  skills  were  not  taught  at 
the  primary  level;  selecting  definitions  of  single  entry  words  and 
selecting  definitions  of  multiple  entry  words.  Neither  group  reached 
the  ceiling  of  any  task. 

The  two  groups  did  not  differ  in  rate  of  acquisition  on  five 
dictionary  skills:  identifying  alphabetical  sequences  based  on  first 

letter,  identifying  alphabetical  sequences  based  on  first,  second,  or 
third  letter,  using  dictionary  guide  words,  finding  definitions  of 
single  entry  words,  and  finding  definitions  of  multiple  entry  words. 
On  the  remaining  three  skills,  the  normal  group  exceeded  the  retarded 
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group*  These  skills  were  Identifying  alphabetical  sequences  based  on 
third  letter,  interpreting  single  pronunciation  symbols,  and  inter- 
preting multiple  pronunciation  symbols «.  At  the  primary  level,  the 
retarded  group  did  not  exceed  the  normal  group  in  rate  of  acquisition 
on  any  dictionary  skills. 

Int ermed late  Level*  — The  retarded  and  normal  groups  at  the 
intermediate  level  showed  significant  increments  during  the  7-month 
Instructional  period  on  nine  dictionary  skills*  The  dictionary  skill 
in  which  no  increment  was  shown  was  interpreting  multiple  pronuncia- 
tion symbols*  The  normal  group  approached  the  task  ceiling  on  iden- 
tifying alphabetical  sequences  based  on  first  letter*  On  the  remain- 
ing eight  skills,  neither  group  reached  the  task  ceiling. 

The  two  groups  did  not  differ  in  rate  of  acquisition  on  five 
dictionary  skills:  identifying  alphabetical  sequences  based  on  third 

letter,  using  dictionary  guide  words,  finding  definitions  of  single 
entry  words,  selecting  definitions  of  single  entry  words,  and  inter- 
preting single  pronunciation  symbols*  On  three  skills,  the  normal 
group  exceeded  the  retarded  group*  These  skills  were  identifying 
alphabetical  sequences  based  on  first,  second,  or  third  letter,  find- 
ing definitions  of  multiple  entry  words,  and  selecting  definitions  of 
multiple  entry  words*  The  groups*  rates  of  acquisition  could  not  be 
compared  on  two  skills:  Identifying  alphabetical  sequences  based  on 

first  letter,  where  the  normal  group  approached  the  task  ceiling; 
interpreting  multiple  pronunciation  symbols,  where  the  subjects  did 
not  show  significant  increments*  At  the  intermediate  level,  the 
retarded  group  did  not  exceed  the  normal  group  in  rate  of  acquisition 
on  any  dictionary  skills. 

Word  Functions  Skills 

Primary  Level.  — The  subjects  at  the  primary  level  showed 
significant  Increments  during  the  7-month  instructional  period  on 
all  eight  word  functions  skills*  Neither  group  reached  the  task 
ceiling  for  any  task. 
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At  the  primary  level,  the  two  groups  did  not  differ  in  rate,  of 
acquisition  on  five  word  functions  skills:  recognizing  functions  of 

adverbs,  specifying  functions  of  nouns,  specifying  functions, of  verbs, 
.specifying  functions  of  adjectives,  and  specifying  functions  of  ad^ 
verbs.  On  the  remaining  three  word  functions  skills,  the  normal  group 
exceeded  the  retarded  group  in  acquisition  rate.  These  skills  were 
recognizing  functions  of  nouns,  recognizing  functions  of  verbs,  and 
recognizing  functions  of  adjectives.  At  the  primary  level,  the 
retarded  group  did  not  exceed  the  normal  group  in  rate  of  acquisition 
on  any  word  functions  skills. 

Intermediate  Level.  — The  retarded  and  normal  subjects  at  the 
intermediate  level  showed  significant  increments,  during  the  7^month 
Instructional  period,  on  six  of  the  eight  word  functions  skills.  The 
skills  in  which  no  increments  were  shown  included  specifying  functions 
of  verbs  and  specifying  functions  of  adverbs.  Neither  group  reached 
the  task  celling  for  any  skill. 

At  the  intermediate  level,  the  two  groups  did  not  differ  in  rate 
of  acquisition  on  three  word  functions  skills;  recognizing  functions 
of  nouns,  specifying  functions  of  nouns,  and  specifying  functions  of 
adjectives.  On  three  skills,  the  normal  group  exceeded  the  retarded 
group.  These  skills  were  recognizing  functions  of  verbs,  recognizing 
functions  of  adjectives,  and  recognizing  functions  of  adverbs.  The 
two  groups*  rates  of  acquisition  could  not  be  compared  on  specifying- 
functions  of  verbs  and  specifying  functions  of  adverbs  since  the 
subjects  did  not  show  significant  Increments.  At  the  intermediate 
level,  the  retarded  group  did  not  exceed  the  normal  group  on  any 
dictionary  skills. 

Comprehension  Skills 

Primary  Level.  — The  subjects  at  the  primary  level  showed  signi- 
ficant increments,  during  the  7-month  instructional  period,  on  all 
seven  comprehension  skills.  Neither  group  reached  the  task  celling 
for  any  skill. 
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At  the  primary  level,  the  retarded  and  normal  subjects  did  not 
differ  in  acquisition  rate  on  two  of  the  seven  comprehension  skills: 
identifying  main  ideas  directly  stated  in  stories  and  identifying 
cause-effect  relationships  implied  in  sentences.  On  the  remaining 
five  skills,  the  normal  group  exceeded  the  retarded  group.  These 
skills  were  identifying  cause-effect  relationships  directly  stated  in 
sentences,  identifying  main  ideas  directly  stated  in  paragraphs, 
identifying  main  ideas  implied  in  paragraphs,  identifying  main  ideas 
implied  in  stories,  and  identifying  details  in  stories.  At  the 
primary  level,  the  retarded  group  did  not  exceed  the  normal  group  in 
rate  of  acquisition  on  any  comprehension  skills. 

Intermediate  Level.  — The  subjects  at  the  intermediate  level 
showed  significant  increments,  during  the  7-month  instructional 
period,  on  all  but  one  comprehension  skill:  identifying  cause-effect 

relationships  directly  stated  in  sentences.  Neither  group  reached  the 
task  ceiling  for  any  skill. 

At  the  intermediate  level,  the  retarded  and  normal  subjects  did 
not  differ  in  acquisition  rate  on  five  of  the  seven  comprehension^ 
skills:  identifying  main  ideas  directly  stated  in  paragraphs,  iden- 

tifying main  ideas  directly  stated  in  stories,  identifying  cause- 
effect  relationships  implied  in  sentences,  identifying  main  ideas 
implied  in  paragraphs,  and  identifying  details  in  stories.  On  one 
skill,  identifying  main  ideas  implied  in  stories,  the  normal  group 
exceeded  the  retarded  group.  The  groups'  rates  of  acquisition  could 
not  be  compared  on  identifying  cause-effect  relationships  directly 
stated  in  sentences  because  the  subjects  did  not  show  significant 
Increments.  At  the  intermediate  level,  the  retarded  group  did  not 
exceed  the  normal  group  in  rate  of  acquisition  on  any  comprehension 
skills. 


NORMAL  AND  SUPERIOR  GROUPS  t Sunmary  of  Problem  and  Procedures 


CHAPTER  7 


INTELLECTUALLY  NORMAL  AND  SUPERIOR 
GROUPS*  ACHIEVEMENT  IN  THE 
BASAL  READING  SKILLS 


The  present  chapter  is  focused  on  the  fifth  research  objective 
for  the  investigation:  to  compare  intellectually  normal  and  superior 

groups*  achievement  in  the  basal  reading  skills.  Specific  research 
questions  pertained  to  normal  and  superior  groups  who  are  equated  on 
CA^level  and  who  are  taught  at  the  same  reading  instructional  levels  . 

Level  of  Acquisition  in  the  Basal  Reading  Skills.  — At  the 
primary  and  Intermediate  reading  instructional  levels,  do 
normal  and  superior  groups  differ  in  level  of  acquisition 
in  the  basal  reading  skills  at  the  beginning  of  a 7-month 
instructional  period? 

b.  Rate  of  Acquisition  in  the  Basal  Reading  Skills . — At  the 
primary  and  Intermediate  reading  Instructional  levels,  do 
normal  and  superior  groups  differ  in  rate  of  acquisition 
in  the  basal  reading  skills  during  a 7-month  Instructional 
period? 

Chapters  1 and  2 contain  details  about  related  research  and 
procedures.  Major  points  are  summarized  here. 

The  reading  achievement  of  intellectually  superior  and  less  intel- 
ligent elementary  school  pupils  who  were  equated  for  MA  has  been  studied 
by  several  investigators.  Blelsmer  (1952)  and  Merrill  (1924)  studied 
status  while  Davidson  (1931)  compared  progress  over  a specified  period 


1 

Related,  and  very  important,  research  questions  are  implicit  in 
the  following  problem.  Do  normal  and  superior  groups,  or  retarded  and 
superior  groups,  who  are  equated  on  MA  and  general  reading  achievement 
levels  and  who  are  tau^t  at  the  same  reading  Instructional  levels, 
differ  in  level  and  rate  of  acquisition  in  basal  reading  skills?  This 
problem  is  not  being  studied  in  the  present  investigation.  The  present 
investigators  could  not  locate  a sufficient  sample  of  intellectually 
superior  pupils  at  reading  instructional  levels  2,  3,  4,  and  5 who  could 
be  equated  with  less  intelligent  pupils  on  MA,  reading  achievement 
level,  and  instructional  level  at  which  they  were  being  taught  reading. 
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of  time,!  I 1/2  months.  The  present  investigators  located  no  research 
on  the  relative  levels  and  rates  of  acquisition  of  normal  and  superior 
groups  equated  for  CA  and  reading  instructional  level;  this  problem  is 
the  concern  in  this  phase  of  the  present  investigation. 

The  normal  and  superior  groups  each  consisted  of  four  groups  of 
subjects  taught  at  reading  instructional  levels  2,  3,  4,  and  5, 
respectively.  Pupils  in  the  four  reading  instructional  levels  were 
grouped  into  two  levels  (primary  and  intermediate)  for  the  analyses 
of  level  and  rate  of  acquisition.  The  normal  and  superior  subjects 
were  equated  as  groups  on  CA,  and  the  frequencies  of  boys  and  girls 
did  not  differ  significantly. 

The  subjects  were  tau^t  in  the  Scott,  Foresman  New  Basic  Readers 
pregram  during  the  school  year.  They  were  administered  20  tests 
designed  to  assess  50  basal  reading  skills  taught  in  the  instructional 
program.  Tests  #1-#17  measuring  41  basal  reading  skills  were  administered 
in  the  fall  and  again  in  the  spring.  Tests  #18,  #19,  and  #20  measuring 
nine  br/sal  reading  skills  were  administered  only  one  time;  test  #18 
was  given  only  in  the  fall  and  tests  #19  and  #20  wer^i  administered  only 
in  the  spring. 

Data  related  to  the  first  research  question,  level  of  acquisition, 
were  scores  on  the  f^ll  administration  of  tests  #1-#17  and  scores  on 
#18,  #19,  and  #20.  These  data  were  analyzed  with  t tests.  For  each 
skill,  a comparison  was  made  of  the  normal  and  superior  groups  at  the 
primary  and  intermediate  levels,  respectively. 

Data  for  the  second  research  question,  rate  of  acquisition,  were 
scores  on  the  fall  and  spring  administrations  of  tests  administered 
two  times,  tests  #1-#17.  Separate  analyses  were  performed  at  the 
primary  and  intermediate  levels.  The  data  were  processed  in  a two- 
factor  analysis  of  variance  model,  one  factor  being  repeated  measures. 

The  Lindquist  (1953)  Type  1 design  was  the  specific  model  Used. 

In  this  chapter,  separate  sections  are  devoted  to  information 
pertinent  to  the  two  research  questions,  level  and  rate  of  acquisition. 

In  these  sections,  information  is  presented  about  reading  skills  in  the 
six  categories  of  skills.  Information  for  each  category  Includes 
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descriptions  of  relationships  for  each  skill  in  the  category.  After 
the  groups*  levels  of  acquisition  and  rates  of  acquisition  are  considered 
separately,  the  Information  is  summarized  in  a separate  section.  The 
text  includes  only  references  to  relationships  indicated  by  the 
statistical  results.  Appendix  T contains  detailed  statistical  data. 

Level  of  Acquisition 
Identifying  Words  at  Sight 

At  both  the  primary  and  intermediate  levels,  the  superior  group 
exceeded  the  normal  group  in  level  of  acquisition  on  identifying  words 
at  sight.  Table  41  contains  relevant  data. 

Table  41 

Summary:  Level  of  Acquisition  of  the  Normal  and 

Superior  Groups  — Identifying  Words  at  Si^t 


Basal  reading  skill 

R.I.L. 

Primary  Intermediate 

18.1  Identifying  words  at  sight 

N<S  N<S 

Phonetic  Analysis  Skills 


Nine  phonetic  analysis  skills  were  examined*  Table  4^  contains  a 
summary  of  the  normal  and  superior  groups*  levels  of  acquisition  on 
these  skills . 

Associating  Vowel  Letters  and  Sounds.  — The  superior  and  normal 
groups  did  not  differ,  at  either  instructional  level,  in  skill  in 
associating  vowel  letters  and  sounds. 
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Table 


Summary:  Level  of  Acquisition  of  the 

Normal  and  Superior  Groups  — 
PlK>netic  Analysis  Skills 


Basal  reading  skill 


R.I.L. 


Primary 

Intermediate 

10*1  Associating  vowel  letters  and  sounds 

N-S 

N«S 

10*2  Associating  consonant  letters  and  sounds 

N<S 

N=S 

10*3  Associating  consonant  digraphs  and  sounds 

N<S 

IKS 

10*8  Associating  consonant  blends  and  sounds 

N<S 

N«S 

11*3  Using  spelling  patterns 

N<S 

N<S 

13*1  Identifying  syllables  in  orally  and 
visually  presented  short  words 

N<S 

IKS 

12*1  Identifying  syllables  in  visually 
presented  short  words 

N=S 

IKS 

13.2  Identifying  syllables  in  orally  and 
visually  presented  long  words 

IKS 

IKS 

12*2  Identifying  syllables  in  visually 
presented  long  words 

N=S 

IKS 

Associating  Consonant  Letters  and  Sounds#  **  At  the  primary 
reading  instructional  level,  the  superior  group  exceeded  the  normal 
group  in  associating  consonant  letters  and  sounds.  At  the 
intermediate  reading  instructional  level,  the  groups  did  not  differ* 

Associating  Consonant  Digraphs  and  Sounds*  — At  both  the  primary 
and  intemediate  reading  instructional  levels,  the  superior  group 
exceeded  the  normal  group  in  skill  in  associating  consonant  digraphs 
and  sounds  when  the  sounds  xiere  preaentAd  in  isolation. 

Associating  Consonant  Blends  and  Sounds . — The  superior  group 
exceeded  the  normal  group  at  the  primary  reading  instructional  level* 

The  normal  and  superior  groups  did  not  differ,  at  the  intermediate  read- 
ing instructional  level,  in  skill  in  associating  consonant  blends  and 
sounds • 
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M4bs;  gE&lUn&  £a££mya-  — At  both  the  primary  and  intermediate 
reading  Instructional  levels,  the  superior  group  exceeded  the  normal 
group  in  skill  in  using  spelling  patterns  as  clues  to  |>rooouncinE 
vowel  sounds  in  one-syllable  words,  polysyllabic  words  with  accented 
first  syllables,  and  polysyllablic  words  with  accented  .final 
syllables* 

Mlafelfes.  1b  £tea3Jkz  ml  .YlgMlx 

words*  — The  superior  group  exceeded  the  normal  group,  at  both  tte 
primary  and  intermediate  reading  Instructional  levels,  in  skill  in 
identifying  syllables  in  orally  and  visually  presented  short  words* 

g-V-llables  Ja  ILlamllv.  JPreeentM  BJbojgA  gorda*  -*•*  At  the 
primary  level,  the  normal  and  superior  groups  did  not  differ  in  initial 
status  in  the  skill;  at  the  Intermediate  reading  instructional  level, 
the  superior  group  exceeded  the  normal  group  in  skill  in  identifying 
syllables  in  short  words  which  were  presented  only  Usually* 

-identifying  Syllables  Orally  and  yisuallv  Presented 
Words,  — At  the  primary  and  intermediate  reading  instructional  levels, 
the  superior  group  exceeded  the  normal  group  in  skill  in  identifying 
syllables  in  long  words  presented  both  orally  and  visually* 

Identifying  Syllables  Visually  Presented  Iiong  Words*  — The 
normal  group  and  the  superior  group  did  not  differ  at  the  primary  read- 
ing instructional  level  in  skill  in  identifying  syllables  in  long  words 
presented  visually*  The  superior  group  exceeded  the  normal  group  at 
the  intermediate  reading  instructional  level* 


Structural  Analysis  Skills 


Seven  structural  analysis  skills  were  assessed*  Table  43  contains 
a summary  of  the  normal  and  superior  groups*  levels  of  acquisition  on 
these  skills*  Specific  relationships  for  each  of  the  structural  analysis 
skills  are  described  below* 

Identifying  gonmonents  of  Compounds . — The  superior  group  exceeded 
the  normal  group  in  level  of  acquisition,  at  the  prioary  and  intermediate 
reading  instructional  levels,  in  skill  in  identifying  components  of 
compounds* 

Identifying  Roots*  Endings*  atid  Suffixes 4 — The  normal  and 
superior  groups  did  not  differ  in  level  of  acquisition,  at  the  pritaary 
reading  instructional  level  , in  skill  In  identifying 
roots,  endings,  and  suffixes*  At  the  internediate  reading  instructional 
level,  the  superior  group  exceeded  the  normal  group* 
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Table  4S 


Summary:  I*evel  of  Acquisition  of  the 
Normal  and  Superior  Groups  — 
Structural  Analysis  Skills 


Basal  reading  skill 


Primary 

Intermediate 

3*1  Identifying  components  of  compounds 

N<S 

IKS 

4*1  Identifying  roots,  endings,  and  suffixes 

N«S 

IKS 

4*2  Identifying  roots  and  prefixes 

IKS 

IKS 

4*4  Identifying  roots  and  multiple  affixes 

N*S 

NaS 

2*1  Translating  contractions 

IKS 

IKS 

4*3  Iiocatlng  roots  by  using  root-change 
rules 

N=S 

N»S 

1*1  Changing  roots  by  using  root-change 

Vlll  AO 

N=S 

IKS 

Identifying  Roots  and  Prefiaces.  — At  both  the  primary  and  the 
Intermediate  reading  Instructional  level s»  the  superior  group  exceeded 
the  normal  group  in  skill  in  identifying  roots  and  prefixes* 

Identifying  Roots  and  Multiple  Affixes*  — The  superior  and  normal 
groups  did  not  differ,  at  the  primary  and  Intermediate  reading  instruc- 
tional levels,  in  initial  skill  in  identifying  roots  and  multiple 
affixes* 

Translating  Contractions*  — The  superior  group  exceeded  the  normal 
group  in  acquisition  level  at  the  primary  and  intermediate  reading 
instructional  levels  in  skill  in  translating  contractions* 

Locating  Roots  bv  Using  Root-change  Rules*  — At  the  primary  and 
intermediate  reading  instructional  levels,^  the  normal  and  superior  groups 
did  not  differ  in  skill  in  locating  roots  by  using  root-change  rules* 

Changing  Roots  by  Using  Root- change  Rules . --At  the  primary  level, 
the  two  groups  did  not  differ  in  skill  in  changing  oots  by  using  root- 
change  rules.  At  the  Intermediate  level,  the  superior  group  exceeded 
the  nori^l  group  in  Initial  skill* 
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Dictionary  Skills 

The  set  of  dictionary  skills  included  10  skills*  Table  ^ con- 
tains a sunraiary  of  the  normal  and  superior  groups*  acquisition  levels 
on  the  10  dictionary  skills.  Specific  relationships  for  each  of  the 
10  dictionary  skills  are  described  below. 

Table  44 


Sirannary:  Level  of  Acquisition  of  the 

Nbrmal  and  Superior  Groups  — 
Dictionary  Skills 


Basal  reading  skill 


Bp.  X.L. 


5.1  Identifying  alphabetical  sequences  based 
on  first  letter 

5.2  Identifying  alphabetical  sequences  based 
on  third  letter 

5.3  Identifying  alphabetical  sequences  based 
on  first,  second,  or  third  letter 

6.3  Using  dictionary  guide  words 

7.1  Finding  definitions  of  single  entry  words 

7.2  Finding  definitions  of  multiple  entry 
words 

8.1  Selecting  definitions  of  single  entry 
words 

8.2  Selecting  definitions  of  multiple  entry 
words 

9.1  Interpreting  single  pronunciation  symbols 

9.2  Interpreting  multiple  pronunciation 
symbols 


Primary 

Intermediate 

N<S 

N<S 

N<S 

N<S 

N^S 

IKS 

K=S 

IKS 

N<S 

N*S 

IKS 

N=»S 

mm 

IKS 

mm 

IKS 

Vi<S 

IKS 

N=S 

N=S 
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Identifying  Alphabetical  Sequences  Based  on  First  Letter > — The 
superior  group  exceeded  the  normal  group  in  initial  skill,  at  the 
primary  and  intermediate  reading  instructional  levels,  in  identifying 
alphabetical  sequences  based  on  first  letter. 

Identifying  Alphabetical  Sequences  Based  on  Third  Letter.  — At 
the  primary  and  intermediate  reading  Instructional  levels,  the  superior 
group  exceeded  the  normal  group  in  skill  in  identifying  alphabetical 
sequences  based  on  third  letter. 

identifying  Alphabetical  Sequences  Based  on  First,  Second,  or 
Letter.  — The  normal  and  superior  groups  did  not  differ,  at  the 
primary  reading  instructional  level,  in  skill  in  identifying  alpha- 
betical sequences  based  on  first,  second,  or  third  letter*  The 
superior  group  exceeded  the  normal  group  at  the  intermediate  reading 
Instructional  level. 

Dictionary  Guide  Words.  — At  the  intermediate  reading 
instructional  level,  the  superior  group  had  the  higher  level  of  skill 
in  using  dictionary  guide  iiTords.  The  normal  and  superior  groups  did 
not  differ  at  the  primary  level. 

jPinding  Definitions  of  Single  Entry  Words . --At  the  primary  read- 
ing instructional  level,  the  superior  group  exceeded  the  normal  group 
in  skill  in  finding  definitions  of  single  entry  words.  At  the  interme- 
diate reading  instructional  level,  the  normal  and  superior  groups 
achieved  similar  levels  in  the  skill. 

Finding  ^finitions  of  Multiple  Entry  Words . — At  the  primary 
reading  instructional  level,  the  superior  group  exceeded  the  normal 
group  in  level  of  skill  in  finding  definitions  of  multiple  entry  words. 
At  the  intermediate  instructional  level,  the  normal  group  did  not  differ 
from  the  superior  group. 

Selecting  De_f init ions  of  Single  Entry  Words . — At  the  intermediate 
reading  instructional  level,  the  superior  group  exceeded  the  normal 
group  in  initial  skill  in  selecting  definitions  of  single  entry  words. 
(The  skill  was  not  taught  at  the  primary  reading  instructional  level.) 

Selecting  Definitions  of  Multiple  Entry  Words . --  At  the  interme- 
diate instructional  level,  the  superior  group  exceeded  the  normal  group 
in  skill  in  selecting  definitions  of  multiple  entry  words.  (Again,  the 
skill  was  not  taught  at  the  primary  reading  instructional  level.) 

Interpreting  .Single  Pronunciation  Svtribols.  — At  both  the  primary 
and  intermediate  reading  instructional  levels,  the  superior  group 
exceeded  the  normal  group  in  skill  in  interpreting  single  pronuncia- 
tion symbols. 
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Interpreting  Multiple  Pr onunciat Ion  SyiottbolA*  "•  At  both  the 
primary  and  intermediate  reading  instructional  levels*  the  normal  and 
superior  groups  did  not  differ  in  skill  in  Interpreting  multiple 
pronunciation  symbols* 


Word  Functions  Skills 


Eight  word  functions  skills  were  examined*  Table  45  contains  a 
summary  of  the  normal  and  superior  groups*  acquisition  levels  on  the 
eight  word  functions  skills*  Specific  relationships  for  each  of  the 
word  functions  skills  arc  described  below* 


Table  45 


Summary:  Level  of  Acquisition  of  the 

Normal  and  Superior  Groups  — 
Word  Functions  Skills 


Basal  reading  skill 

R. 

Primary 

l.L* 

Intermediate 

14.1  Recognizing  functions  of  nouns 

N<S 

N<S 

14*2  Recognizing  functions  of  verbs 

N<S 

N<S 

14*3  Recognizing  functions  of  adjectives 

N<S 

IKS 

14*4  Recognizing  functions  of  adverbs 

N<S 

N<S 

15*1  Specifying  functions  of  nouns 

N=S 

N<S 

15*2  Specifying  functions  of  verbs 

N=S 

N<S 

15*3  Specifying  functions  of  adjectives 

N«S 

N<S 

15*4  Specifying  functions  of  adverbs 

N>S 

N<S 

Recognizing  Functions  of  Nouns . — At  the  primary  and  intermediate 
reading  instructional  levels,  the  superior  group  exceeded  the  normal 
group  in  Initial  skill  in  recognizing  the  functions  of  nouns* 

Recognizing  Functions .of  Verbs*  — At  the  primary  and  intermediate 
reading  instructional  levels,  the  superior  group  had  the  higher  level 
of  Initial  skill  in  recognizing  the  functions  of  verbs. 
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Recognizing  lunctions  of  Adjectives.  — At  both  reading  instruc- 
tional levels » the  superior  group  attained  a higher  level  than  the 
normal  group  in  initial  skill  in  recognizing  the  functions  of  adjectives. 

Recognizing  Functions  of  Adverbs.  — At  the  primary  and  interme- 
diate reading  instructional  levels,  the  superior  group  exceeded  the 
normal  group  in  initial  skill  in  recognizing  the  functions  of  adverbs. 

Specifying  Functions  of  Nouns.  — At  the  primary  reading  instruc- 
tional level,  the  superior  and  normal  groups  did  not  differ  in  i.nitlal 
facility  in  specifying  the  functions  of  nouns*  At  the  intermediate 
reading  instructional  level,  the  superior  group  exceeded  the  normal 
group. 

Specifying  Functions  of  Verbs.  — At  the  primary  reading  instruc- 
tional level,  the  superior  and  normal  groups  did  not  differ  in  initial 
skill  in  specifying  the  functions  of  verbs.  At  the  intermediate  level, 
the  superior  group  had  the  higher  level  of  skill. 

Specifying  Functions  of  Adjectives.  — The  superior  and  normal 
groups  showed  equivalent  initial  skill,  at  the  primary  reading  instruc- 
tional level,  in  specifying  the  functions  of  adjectives.  At  the 
intermediate  reading  instructional  level,  the  superior  group  exceeded 
the  normal  group. 

Specifying  Functions  of  Adverbs.  — The  normal  group  exceeded  the 
superior  group  at  the  primary  reading  instructional  level.  At  the 
intermediate  level,  the  relationship  was  reversed:  the  superior  group 

exceeded  the  normal  group. 


Comprehension  Skills 


Status  measures  were  obtained  for  fifteen  comprehension  skills. 
Table  46  contains  a sunmmry  of  relationships  between  the  normal  and 
superior  groups  in  terms  of  levels  of  acquisition  on  the  comprehension 
skills.  Specific  relationships  for  each  of  the  comprehension  skills 
are  described  below. 

Identifying  Cause-effect  Relationships  Directly  Stated  in 
Sentences . — At  the  primary  reading  instructional  level,  the  groups 
did  not  differ  in  initial  achievement  level  in  identifying  directly 
stated  cause-effect  relationships  in  sentences.  At  the  intermediate 
level,  the  superior  group  exceeded  the  normal  group. 
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Xable  46 


Summary:  Level  of  Acquisition  of  the 

Normal  and  Superior  Groups  — 
Comprehension  Skills 


Basal  reading  skill 

R. 

Primary 

I.L. 

Intermediate 

16,1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

N«S 

IKS 

17*3  Identifying  main  ideas  directly  stated 
in  paragraphs 

N<S 

IKS 

17.1  Identifying  main  ideas  directly  stated 
in  stories 

N<S 

IKS 

16.2  Identifying  cause-effect  relationships 
implied  in  sentences 

N<S 

N<S 

17*4  Identifying  main  ideas  implied  in 
paragraphs 

N<S 

N<S 

17 • 2 Identifying  main  ideas  implied  in 
stories 

N<S 

IKS 

17 «5  Identifying  details  in  stories 

N<S 

N<S 

19.1  Interpreting  similes 

N»S 

N»S 

19.2  Interpreting  idioms 

N<S 

IKS 

19.3  Interpreting  hyperboles 

N»>S 

IKS 

19 .4  Interpreting  personification 

N«».S 

N<S 

19*5  Interpreting  metaphors 

N<S 

IKS 

20.1  Predicting  outcomes  and  actions 

N<S 

N<S 

20*2  Discriminating  between  fact  and  flctlort^ 

N<S 

N<S 

20*3  Discriminating  between  fact  and  opinion^ 

IKS 

IKS 

d I)  c 

* * The  information  presented  here  for  the  three  critical  reading 
skills  is  cited  from  Myers  (1967). 


Idenfifying  Main  Ideas  Direct Iv  Stated  in  Paragraphs.  — At  the 
primary  and  intermediate  reading  instructional  levels,  the  superior 
group  exceeded  the  normal  group  in  skill  in  identifying  directly 
stated  main  ideas  in  paragraphs. 
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identifying  Main  Ideas  Directly  Stated  in  Stories • At  the 
primary  and  intermediate  reading  instructional  levels,  the  superior 
group  exceeded  the  normal  group  in  initial  levels  of  skill  in  iden- 
tifying main  ideas  directly  stated  in  stories. 

Identifying  ^ause-effect  Relationships  Implied  in  Sentences,  — At 
the  primary  and  intermediate  reading  instructional  levels,  the  superior 
group  had  the  higher  level  of  skill  in  identifying  implicitly  stated 
cause-effect  relationships  in  sentences, 

Identifyino^  Main  Ideas  Implied  in  Paragraphs , — At  the  primary 
and  intermediate  reading  instructional  levels,  the  superior  group 
exceeded  the  normal  group  in  identifying  In^licitly  stated  main  ideas 
in..paragrapli8. 

^Identifying  Main  Ideas  Implied  in  Stories,  — The  superior  group 
reached  a higher  level  than  the  normal  group,  at  the  two  reading 
instructional  levels,  in  initial  skill  in  identifying  implicitly 
stated  main  ideas  in  stories, 

.Identifying  Details  in  Stories - — At  both  the  primary  and  inter- 
mediate reading  instructional  levels,  the  superior  group  had  the  higher 
initial  skill  in  grasping  details. 

Interpreting  Similes,  — At  both  the  primary  and  intermediate 
reading  instructional  levels,  the  normal  and  superior  groups  did  not 
differ  in  skill  in  interpreting  similes. 

Interpreting  Idioms , — The  superior  group  exceeded  the  normal 
group,  at  both  the  primary  and  intermediate  reading  Instructional 
levels,  in  skill  in  interpreting  idioms. 

Interpreting  Hyperboles , — At  the  primary  level,  the  normal  and 
superior  groups  did  not  differ.  At  the  intermediate  level,  the 
superior  group  had  the  higher  level  of  skill  in  interpreting  hyperboles. 

Interpreting  Personification,  — The  superior  group  exceeded  the 
normal  group  at  the  intermediate  reading  instructional  level.  At  the 
primary  level,  the  groups  did  not  differ  in  skill  in  interpreting 
per sonif icat ion. 

Interpreting  Metaphors.  — At  the  primary  and  intermediate  reading 
instructional  levels,  the  superior  group  exceeded  the  normal  group  in 
skill  in  interpreting  metaphors. 

Predicting  Outcomes  and  Actions,  — At  the  primary  and  intermediate 
levels,  the  superior  group  exceeded  the  normal  group  in  skill  in  pre- 
dicting outcomes  and  actions. 


This  relationship  is  cited  from  Myers  (1967). 
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1 

Discriminating  Between  Fact  and  Fiction  . --  At  the  primary  and 
intermediate  levels,  the  superior  group  exceeded  the  normal  group  in 
skill  in  discriminating  between  fact  and  fiction. 

2 

Discriminating  Between  Fact  and  Opinion  . — At  the  primary  and 
intermediate  levels,  the  superior  group  exceeded  the  normal  group  in 
skill  in  discriminating  between  fact  and  opinion. 

Rate  of  Acquisition 

In  this  section,  information  is  presented  about  the  superior  and 
notmal  groups'  rates  of  acquisition,  during  the  7«month  instructional 
period,  on  five  categories  of  basal  reading  skills:  the  phonetic 

analysis  skills,  structural  analysis  skills,  dictionary  skills,  word 
functions  skills,  and  seven  comprehension  skills. 


Phonetic  Analysis  Skills 


Table  47  contains  a summary  of  results  reflecting  the  groups' 
rates  of  acquisition  on  the  nine  phonetic  analysis  skills.  Relation- 
ships present  for  each  skill  are  presented  In  detail  below. 

Associating  Vowel  Letters  and  Sounds.  — At  the  primary  and 
Intermediate  levels,  neither  group  reached  the  task  celling.  The 
superior  and  normal  subjects  at  both  levels  did  not  show  significant 
Increments,  during  the  7-month  Instructional  period,  in  skill  in 
associating  vowel  letters  and  sounds;  therefore,  the  two  groups  could 
not  be  compared  at  either  level. 

Associating  Consonant  Letters  and  Sounds . --  At  the  primary 
and  intermediate  level,  the  subjects  showed  significant  increments  on 
associating  consonant  letters  and  sounds  during  the  7-mcnth 
instructional  period.  At  the  primary  and  intermediate  reading 
Instructional  levels,  the  superior  and  normal  groups  were  equivalent 
in  rate  of  acquisition. 


1,2 


These  relationships  are  cited  from  Myers  (1967). 
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Table  47 

i 

i 

Sunmary:  Rate  of  Acquisition  of  the 

Normal  and  Superior  Groups  o'- 
Phonetic  Analysis  Skills 

A»  Significance  of  Increments  During  the  7*month  Instructional  Period 


Basal  reading  skill 


R*  X«L« 

Primary  Intermediate 


10.1  Associating  vowel  letters  and 
sounds 

10.2  Associating  consonant  letters  and 
sounds 

10.3  Associating  consonant  digraphs  and 
sounds 

10.8  Associating  consonant  blends  and 
sounds 

11  ^^3  Using  spelling  patterns 

13.1  Identifying  syllables  in  orally 
and  visually  presented  short  words 

12.1  Identifying  syllables  in  visually 
presented  short  words 

13.2  Identifying  syllables  in  orally 
and  visually  presented  long  words 

12.2  Identifying  syllables  in  visually 
presented  long  words 


Non- signifi- 
cant 

Non- signifi- 
cant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

Significant 

B.  Relationships  Between  Groups 


Basal  reading  skill 

R. 

Primary 

» X.L . 

Intermediate 

10.1  Associating  vowel  letters  and  sounds 

«a 

10.2  Associating  consonant  letters  and  sounds 

N=S 

10.3  Associating  consonant  digraphs  and  sounds 

N>S 

N=S 

10.8  Associating  consonant  blends  and  sounds 

N=S 

N=S 

11.3  Using  spelling  patterns 

N»S 

N«S 
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Table  47  (Continued) 


• 

B.  I*  L. 

Basal  reading  skill 

Primary 

Intermediate 

13.1  Identifying  syllables  in  orally  and 
visually  presented  short  words 

N«S 

c 

mm 

12.1  Identifying  syllables  in  visually 
presented  short  words 

N»S 

N»S 

13.2  Identifying  syllables  in  orally  and 
visually  presented  long  words 

N«S 

NiiS 

12.2  Identifying  syllables  in  visually 
presented  long  words 

N<S 

N«S 

• *^The  groups'  rates  of  acquisition  for  these  skills  could  not 
be  compared:  at  the  primary  and  intermediate  levels,  the  Subjects  did 

not  show  a significant  increment  on  associating  vowel  letters  and  sounds; 
at  the  intermediate  level,  the  superior  group  approached  the  task 
celling  on  identifying  syllables  in  orally  and  visually  presented  short 
words. 


Associating  Consonant  Digraphs  and  Sounds . — At  both  the  primary 
and  intermediate  levels,  the  subjects  showed  significant  Increments 
during  the  7-month  instructional  period.  Neither  group  reached  the 
ceiling  of  the  task.  At  the  primary  level,  the  normal  group  had  the 
faster  rate  of  acquisition.  At  the  intermediate  level,  the  superior 
and  normal  groups  did  not  differ  in  rate  of  acquisition  in  skill  in 
associating  consonant  digraphs  and  sounds  when  the  sounds  were  presented 
In  isolation. 

Associating  Consonant  Blends  and  Sounds . — At  the  primary  and 
intermediate  levels,  the  subjects  showed  significant  Increments  on 
associating  consonant  blends  and  sounds  during  the  instructional 
period.  Neither  group  reached  the  task  celling.  At  both  reading 
instructional  levels,  the  normal  and  superior  groups  did  not  differ 
in  rate  of  acquisition. 

Psing  Spelling  Patterns.  — At  the  primary  and  intermediate 
levels,  the  subjects  showed  significant  increments  during  the  7-month 
instructional  period  on  using  spelling  patterns.  Neither  group 
reached  the  celling  of  the  task.  At  both  instructional  levels, 
the  superior  and  normal  groups  did  not  differ  in  rate  of  acquisition. 
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Identifying  Syllables  In  Orally  and  Visually  Presented  Short 
Words . ««  At  the  primary  level,  the  subjects  showed  significant 
Increments  and  did  not  reach  the  task  celling  for  the  skill.  The 
normal  and  superior  groups  did  not  differ  In  rate  of  acquisition  In 
skill  In  Identifying  syllables  In  orally  and  visually  presented  short 
words.  At  the  Intermediate  level,  the  superior  subjects  reached  the 
task  celling;  therefore,  the  normal  and  superior  groups  could  not  be 
compared  on  rate  of  acquisition  at  this  level. 

Identifying  Syllables  In  Visually  Presented  Short  Words . — 
Significant  Increments  were  shown  at  both  the  primary  and  Intermediate 
levels  during  the  7-month  Instructional  period.  Neither  group  reached 
the  celling  of  the  task.  At  both  reading  instructional  levels,  the 
normal  and  superior  groups  did  not  differ  In  rate  of  acquisition  In 
Identifying  syllables  In  short  words  which  were  presented  only  visually. 

Identifying  Syllables  In  Orally  and  Visually  Presented  Long 
Words.  — At  both  the  primary  and  Intermediate  levels,  the  subjects 
showed  significant  Increments  on  Identifying  syllables  in  orally  and 
visually  presented  long  words  during  the  7-month  instructional  period. 
Neither  group  reached  the  task  ceiling  for  the  skill.  The  normal  and 
the  superior  groiip,  at  both  reading  Instructional  levels,  did  not 
differ  In  rate  of  acquisition. 

Identifying  Syllables  In  Visually  Presented  Long  Words . — At 
both  the  primary  and  Intermediate  levels,  the  subjects  showed  significant 
increments  on  identifying  syllables  in  visually  presented  long  words 
during  the  Instructional  period.  Neither  group  reached  the  celling 
on  the  task.  The  superior  group  exceeded  the  normal  group  In  rate 
of  acquisition  at  the  primary  level.  At  the  intermediate  reading 
Instructlpesl  level,  the  normal  and  superior  groups  did  not  differ. 


Structural  Analysis  Skills 


Informtlon  about  the  normal  and  superior  groups*  relative  rates 
of  acquisition  on  the  seven  structural  analysis  skills  Is  summarized 
In  Table  48  Relationships  present  for  each  skill  are  listed  below. 

Identifying  Components  of  Compounds . — At  the  primary  level, 
the  subjects  showed  significant  Increments  on  Identifying  components 
of  compounds  during  the  Instructional  period.  Neither  group  reached 
the  task  ceiling.  The  normal  group  exceeded  the  superior  group  in 
rate  of  acquisition.  At  the  Intermediate  level,  the  subjects  showed 
significant  Increments;  however,  since  both  groups  approached  the 
task  celling,  the  rates  of  acquisition  could  not  be  coshered. 
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A. 


SuxnDarys  Rate  of  Acquisition  of  the 
Normal  and  Superior  Groups  — 

Structural  Analysis  Skills 

SlgaiSicanco  of  Inctemeatis  Daring  the  7-month  Inatruc^iwljferi^ 

R.I.L. 

Primary  Intermediate 


Basal  reading  skill 


3.1  Identifying  components  of  compounds 

Significant 

Significant 

4.1  Identifying  roots,  endings,  and 
suffixes 

Significant 

Significant 

4.2  Identifying  roots  and  prefixes 

Significant 

Significant 

4.4  Identifying  roots  and  multiple 
affixes 

Significant 

Significant 

2.1  Translating  contractions 

Significant 

Significant 

4.3  Locating  roots  by  using  root-change 
rules 

Significant 

Significant 

1,1  Changing  roots  by  using  root-change 
rules 

Significant 

Significant 

B.  Relationships  Between  Groti^ 
Basal  reading  skill- 


R«  I*!** 


3*1  Identifying  components  of  compounds 

4.1  Identifying  roots,  endings,  and  suffixes 

4.2  Identifying  roots  and  prefixes 

4,4  Identifying  roots  and  multiple  affixes 

2.1  Translating  contractions 

4.3  Locating  roots  by  using  root-change  rules 

1.1  Changing  roots  by  using  root-change  rules 


Primary 

Intermediate 

N>S 

a 

N»S 

N*S 

N»S 

l^S 

N>S 

N>S 

N>S 

N*S 

N«S 

N>8 

N-S 

»«S 

®The  groups*  rates  of  acquisition  for  this  skill  could  not  be 
compared  at  the  intermediate  level  on  identifying  ^ 

compounds;  the  normal  and  superior  subjects  approached  the  task 

ceiling. 


NORMAL  AND  SUFERICR  GROUPS:  Rate  of  AcquisitlQiL 


m 


Identifying  Roots>  Endings.  Suffixes,  — At  the  primary  and 
intermediate  reading  instructional  levels,  the  superior  and  normal 
groups  did  not  differ  in  acquisition  rate,  during  the  7-month  instruc- 
tlonal  period,  in  skill  in  identifying  roots,  endings,  and  suffi3s»s# 

At  both  levels,  the  subjects  showed  significant  increments*  Neither 
group  reached  the  ceiling  of  the  task* 

Identifying  Roots  and  Prefixes*  — At  the  primary  and  intermediate 
reading  instructional  levels,  the  normal  group  and  superior  group  did 
not  differ  in  rate  of  acquisition  in  skill  in  identifying  prefixes  an 
roots*  At  both  levels,  the  subjects  showed  significant  increments 
during  the  7-month  instructional  period.  Neither  group  reached  the 
ceiling  of  the  task* 

Identifying  Roots  and  Multiple  Affixes*  — At  the  primary  reading 
instructional  level,  the  superior  group  exceeded  the  normal  group  in 
rate  of  acquisition  in  skill  in  identifying  roots. and  multiple  affi3ffis* 
At  the  intermediate  reading  instructional  level,  the  normal  group  and 
the  superior  group  did  not  differ  in  rate  of  acquisition  during  the 
7-month  instructional  period*  At  both  levels,  the  subjects  showed 
significant  Increments*  Neither  group  reached  the  task  ceiling* 

Translating  Contractions*  — The  normal  group  exceeded  the  superior 
group  in  rate  of  acquisition  at  the  primary  reading  instructional  level* 
At  the  intermediate  reading  instructional  level,  the  groups  did  not 
differ  in  rate  of  acquisition  during  the  7-month  instructional  period. 

At  both  levels,  the  subjects  showed  significant  increments*  Neither 
group  reached  the  ceiling  of  the  task* 

Locating  Roots  bv  Using  Root-cha|igg,  Rules,,  — At  the  primary  read- 
ing instructional  level,  the  normal  and  superior  groups  had  equivalent 
rates  of  acquisition  during  the  instructional  period.  At  the  interme- 
diate reading  Instructional  level,  the  normal  group  had  the  faster 
acquisition  rate.  At  both  levels,  the  subjects  showed  significant 
increments*  Neither  group  reached  the  task  ceiling* 

Changing  Roots  bv  Using  Root- change  Rule,8*  — At  both  the  primary 
and  intermediate  reading  instructional  levels,  the  normal  and  superior 
groups  did  not  differ  in  rate  of  acquisition,  during  the  7-mDnth 
instructional  period,  in  skill  in  applying  root-change  rules*  The 
subjects  showed  significant  increments  over  the  Instructional  period* 
Neither  group  reached  the  ceiling  of  the  task* 


Dictionary  Skills 


The  groups*  relative  rates  of  acquisition  on  the  10  dictionary 
skills  are  summarized  in  Table  4D*  Relationships  present  for  each 
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Table  49 


Summary:  Kate  o£  Acquisition  of  the 
Normal  and  Superior  Groups  — 
Dictionary  Skills 


A*  Significance  of  Increments  During  the  7-month  Instructional  Period 


Basal  reading  skill 

R* 

Primary 

I.L. 

Intermediate 

5.1  Identifying  alphabetical  sequences 
based  on  first  letter 

Significant 

Non- signifi- 
cant 

5»2  Identifying  alphabetical  sequences 
based  on  third  letter 

Significant 

Significant 

5*3  Identifying  alphabetical  sequences 

based  on  first,  second,  or  third  letter 

Significant 

Significant 

6*3  Using  dictionary  guide  words 

Significant 

Significant 

7»1  Finding  definitions  of  single  entry 
words 

Significant 

Significant 

7*2  Finding  definitions  of  multiple 
entry  words 

Significant 

Significant 

8.1  Selecting  definitions  of  single 
entry,  words 

«»«■ 

Significant 

8*2  Selecting  definitions  of  multiple 
entry  words 

«i«e  ' 

Significant 

9«1  Interpreting  single  pronunciation 
symbols 

Significant 

Significant 

9*2  Interpreting  multiple  pronunciation 
syoibois 

Significant 

Significant 
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Tabl@  49  (Continued) 


B«  Relationships  Between  Groups 


Basal  reading  skill 

Primary 

R.I.L. 

Intermediate 

5.1  Identifying  alphabetical  sequences  based 
on  first  letter 

a 

5.2  Identifying  alphabetical  sequences  based 
on  third  letter 

NaS 

5.3  Identifying  alphabetical,  sequences  based 
on  first,  second,  or  third  letter 

N<S 

NsS 

6.3  Using  dictionary  guide  words 

NsS 

N*S 

7.1  Finding  definitions  of  single  entry 
words 

N»S 

N«S 

7*2  Finding  definitions  of  multiple  entry 
words 

NaS 

JihS 

8.1  Selecting  definitions  of  single  entry 
words 

«•  «• 

NsS 

8.2  Selecting  definitions  of  multiple 
entry  words 

— 

Ib>S 

9.1  Interpreting  single  pronunciation  symbols 

NsS 

9.2  Interpreting  multiple  pronunciation 
symbols 

N»S 

N<S 

3 b 

* The  groups'  rates  of  acquisition  for  tills  skill  could  not  be 
compared  at  the  primary  and  intermediate  levels  on  identifying 
alphabetical  sequences  based  on  first  letter:  the  superior  group  at 

the  primary  level  approached  the  task  ceiling;  at  the  Intermediate 
level,  both  groups  approached  the  task  ceiling  and  the  subjects  did 
not  show  significant  increments. 


Identifying  Alphabetical  Sequences  Based  on  First  Letter.  — The 
normal  and  superior  subjects  at  the  primary  reading  instructional 
level  showed  significant  Increments  during  the  7*-month  Instructional 
period.  The  superior  group  approached  the  task  celling  for  the  skill. 
At  the  Intermediate  level,  no  Increment  was  shown  and  both  groups 
approached  the  task  celling;  therefore,  the  groups  could  not  be 
compared  at  either  level. 
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Identifying  Alphabetical  Sequences  Based  on  Third  Letter*  The 
normal  and  superior  groups  had  similar  acquisition  rates  at  the  primary 
reading  instructional  level*  At  the  intermediate  instructional  level, 
the  normal  group  sho^d  the  faster  rate  of  acquisition  in  skill  In 
identifying  alphabetical  sequences  based  on  third  letter*  The  subjects 
shoved  significant  increments  during  the  7-month  instructional  period. 
Neither  group  reached  the  task  ceiling* 

Identifying  Alphabetical  Sequences  Based  £irgt , Second* 

Third  Letter.  — The  superior  group  exceeded  the  normal  group,  at 
reading  instructional  level  3,  in  rate  of  acquisition  in  skill  in 
identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter.  The  superior  and  normal  groups  did  not  differ  in  acquisition 
rates  at  the  intermediate  reading  instructional  level.  The  subjects 
at  both  levels  shoved  significant  increments.  Neither  group  reached 
the  ceiling  of  the  task. 

Using  Dictionary  Guide  Words . — At  the  primary  and.  intermediate 
reading  instructional  levels,  the  normal  and  superior  groups  did  not 
differ  in  rate  of  acquisition  in  skill  in  using  dictionary  guide  vords. 
The  subjects  shoved  significant  increments  during  the  7-month  instruc- 
tional period.  Neither  group  reached  the  task  celling. 

Finding  Definitions  of  Single  Entry  Words . — At  the  primary  and 
intermediate  reading  instructional  levels,  the  superior  and  normal 
groups  had  similar  rates  of  acquisition  in  skill  in  finding  definitions 
of  single  entry  vords.  The  subjects  at  both  levels  shoved  significant 
increments*  Neither  group  reached  the  task  celling* 

Finding  Definitions  of  Multiple  Entry  Words  * — At  the  primary  and 
intermediate  reading  instructional  levels,  the  normal  and  superior 
groups  attained  equivalent  rates  of  acquisition,  during  the  instruc- 
tional period,  in  skill  in  finding  definitions  of  multiple  entry  vords. 
Subjects  shoved  significant  Increments*  Neither  group  reached  the 
ceiling  of  the  task* 

Selecting  Definitions  of  Single  Entry  Words . — At  the  interme- 
diate reading  instructional  level,  the  superior  and  normal  groups  did 
not  differ  in  rate  of  acquisition  in  skill  in  selecting  definitions 
of  single  entry  vords.  (The  skill  vas  not  taught  at  the  primary  read- 
ing instructional  level.)  Subjects  at  the  Intermediate  level  showed 
significant  Increments,  during  the  7-month  instructional  period* 

Neither  group  reached' the  task  ceiling  on  the  skill* 

flelecting  Definitions  of  Multiple  Entry  Words.  — At  the  interme- 
diate reading  instructional  level,  the  normal  and  superior  groups  had 
equivalent  rates  of  acquisition  in  skill  in  selecting  definitions  of 
multiple  entry  vords.  (The  skill  vas  not  taught  at  the  primary  level.) 
Subjects  at  the  Intermediate  level  shoved  significant  increments  during 
the  7-month  instructional  period.  Neither  group  reached  the  task  ceil- 
ing. 
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Interpreting  Single  Pronunciation  Symbols.  — At  the  primary  and 
Intermediate  reading  instructional  levelst  the  normal  and  superior 
groups  did  not  differ  In  rate  of  acquisition  in  interpreting  single 
pronunciation  symbols.  Subjects  showed  significant  increments  over 
the  instructional  period.  Neither  group  reached  the  task  celling. 

Interpreting  Multiple  Pronunciation  Symbols.  — At  reading  instruc- 
tional level  3,  the  normal  and  superior  groups  showed  similar  rates  of 
acqulsitior.  during  the  7-month  instructional  period.  At  the  interme- 
diate reading  instructional  level,  the  superior  group  exceeded  the 
normal  group  in  rate  of  acquisition  iii  skill  in  interpreting  multiple 
pronunciation  symbols.  Subjects  at  each  level  showed  significant 
increments  during  the  7-month  instructional  period.  Neither  group 
reached  the  ceiling  of  the  task. 


Word  Functions  Skills 


Table  consists  of  the  summary  of  the  groups'  relative  rates  of 
acquisition  on  the  eight  word  functions  skills  during  the  7-month 
instructional  period.  Relationships  present  for  each  skill  are 
listed  below. 

Recognizing  Functions  of  Nouns.  — At  the  primary  and  intermediate 
reading  instructional  levels,  the  groups  did  not  differ  in  rate  of 
acquisition,  during  the  7-month  instructional  period,  in  skill  in 
recognizing  the  functions  of  nouns.  Subjects  at  both  levels  showed 
significant  increments.  Neither  group  reached  the  task  ceiling. 

Eecognizing  Functions  of  Verbs . — At  both  the  primary  and  inter- 
mediate levels,  the  normal  and  superior  groups  did  not  differ  in  rate 
of  acquisition,  during  the  instructional  period,  in  recognizing  func- 
tions of  verbs.  Subjects  showed  significant  increments  at  both  levels. 
Neither  group  reached  the  celling  of  the  task. 

Recognizing  Functions  of  Adjectives.  — At  the  primary  and  inter- 
mediate instructional  levels,  the  normal  group  and  the  superior  group 
had  similar  rates  of  acquisition,  during  the  7-month  instructional 
period,  in  recognizing  the  functions  of  adjectives.  At  both  levels, 
the  subjects  showed  significant  increments.  Neither  group  reached  the 
celling  of  the  task. 

Recognizing  Functions  of.  Adverbs.  — At  the  primary  and  interme- 
diate reading  instructional  lex^els,  the  superior  and  normal  groups  did 
not  differ  in  rate  of  acquisition,  during  the  instructional  period,  in 
recognizing  functions  of  adverbs.  Subjects  at  both  levels  showed 
significant  increments.  Nelthev  group  reached  the  task  ceiling. 
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Table.  30 


Suosnary:  Rate  of  Acquisition  of  the 

Normal  and  Superior  Groups  — 

Word  Functions  Skills 

A.  Significance  of  Increments  During  the  7-month  Instructional  Period 


Basal  reading  skill 

R. 

Primary 

I.L, 

Intermediate 

14.1  Recognizing  functions  of  nouns 

Significant 

Significant 

14.2  Recognizing  functions  of  verbs 

Significant 

Significant 

14*3  Recognizing  functions  of  adjectives 

Significant 

Significant 

14.4  Recognizing  functions  of  advetbs 

Significant 

Significant 

15*1  Specifying  functions  of  nouns 

Significant 

Significant 

15*2  Specifying  functions  of  verbs 

Significant 

Significant 

13 *3  Specifying  functions  of  adjectives 

Significant 

Significant 

15.4  Specifying  functions  of  adverbs 

Significant 

Significant 

B.  Relationships  Between  Groups 


Basal  reading  skill 

R*  I.L* 

Primary  Intermediate 

14.1  Recognizing  functions  of  nouns 

N=S 

N=S 

14.2  Recognizing  functions  of  verbs 

N-S 

N»S 

14.3  Recognizing  functions  of  adjectives 

N«S 

N=*S 

14.4  Recognizing  functions  of  adverbs 

N»S 

»=S 

15.1  Specifying  functions  of  nouns 

N»S 

N“S 

13.2  Specifying  functions  of  verbs 

N<S 

N»S 

13*3  Specifying  functions  of  adjectives 

N<S 

N*S 

13*4  Specifying  functions  of  adverbs 

N=S 

N<S 
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Specifying  Functions  of  Nouns.  ■"«  At  both  the  prlmaacy  and 
Intermediate  levels,  the  subjects  showed  significant  increments  in 
specifying  functions  of  nouns  during  the  instructional  period.  Neither 
group  reached  the  task  celling.  At  both  reading  Instructional  levels, 
the  normal  and  superior  groups  did  not  differ  in  rate  of  acquisition. 

Specifying  Functions  of  Verbs . — « The  subjects  at  both  levels 
showed  sl^iflcant  increments  on  specifying  functions  of  verbs  during 
the  instructional  period.  Neither  group  reached  the  task  celling.  At 
the  primary  reading  instructional  level,  the  superior  group  exceeded 
the  normal  group  in  rate  of  acquisition.  At  the  intermediate  level, 
the  groups  had  similar  rates  of  acquisition. 

Specifying  Functions  of  Adjectives.  — At  both  levels,  the  subjects 
showed  significant  increments  on  specifying  functions  of  adjectives 
during  the  7-month  instructional  period.  Neither  group  reached  the 
task  ceiling.  At  the  primary  level,  the  superior  group  had  the  faster  . 
acquisition  rate.  The  normal  and  superior  groups  showed  equivalent 
rates  of  acquisition  at  the  Intermediate  reading' instructional  level. 

Specifying  Functions  of  Adverbs . — Subjects  at  both  instructional 
levels  showed  significant  increments  in  specifying  functions  of  adverbs 
over  the  instructional  period.  Neither  group  reached  the  ceiling  of 
the  task.  The  superior  and  normal  groups  had  equivalent  rates  of 
acquisition  at  the  primary  reading  instructional  level.  At  the  inter- 
mediate level,  the  superior  group  showed  faster  acquisition. 


Comprehension  Skills 


Data  indicating  rate  of  acquisition  during  the  7-month  instructional 
period  were  obtained  for  seven  comprehension  skills.  Table  51  contains 
a summary  of  relationships  between  the  groups  in  terms  of  rate  of 
acquisition,  during  the  7-month  Instructional  period,  on  these  seven 
comprehension  skills.  Relationships  present  for  each  skill  are  listed 
below. 

Identifying  Cause-effect  Relationships  Directly  Stated  in 
Sentences.  — At  the  primary  level,  the  subjects  showed  a significant 
increj^nt  during  the  instructional  period  and  they  did  not  reach  the 
task^^eiiing.  The  normal  and  superior  groups  did  not  differ  in  rate 
of  acquisition  on  identifying  cause-effect  relationships  directly  stated 
in  sentences.  At  the  Intermediate  levels  the  subjects  did  not  reach 
the  task  ceiling;  however,  since  they  did  not  show  a significant 
.increment  during  the  Instructional  period,  they  could  not  be  compared 
on  rate  of  acquisition. 
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Suiomary:  Rate  of  Acquisition  of  the 

Normal  and  Superior  Groups 
Comprehension  Skills 

A*  Significance  of  Increments  During  the  7-month  Instructional  Period 

R«  X«li  • 

Primary 


Basal  reading  skill 


Intermediate 


16 •!  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

Significant 

Non-slgnlfi- 

cant 

17 .3  Identifying  main  ideas  directly  stated 
in  paragraphs 

Significant 

Significant 

17.1  Identifying  main  ideas  directly  stated 
in  stories 

Significant 

Significant 

16.2  Identifying  cause-effect  relationships 
implied  in  sentences 

Significant 

Significant 

17.4  Identifying  main  ideas  implied  in 
paragraphs 

Significant 

Significant 

17.2  Identifying  main  ideas  Implied  in 
stories 

Significant 

Significant 

17.5  Identifying  details  in  stories 

Significant 

Significant 

B.  Relationships  Between  Groups 

Basal  reading  skill 

R. 

Primary 

» I.Xi. 

Intermediate 

16.1  Identifying  cause-effect  relationships 
directly  stated  in  sentences 

N^S 

a 

17.3  Identifying  main  ideas  directly  stated 
in  paragraphs 

N-S 

N*S 

17.1  Identifying  main  ideas  directly  stated 
in  stories 

N«S 

• R-S 

16.2  Identifying  cause-effect  relationships 
implied  in  sentences 

. N-S 

N«S 

17.4  Identifying  main  ideas  implied  in 
paragraphs 

N«S 

N^S 
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Basal  reading  skill 

R, 

Primary 

J.L. 

Intermediate 

17.2  Identifying  main  ideas  implied  in 

N-S 

N«S 

stories 

17.5  Identifying  details  in  stories 

N*S 

N=S 

The  groups*  rates  of  acquisition  for  this  skill  could  not  be 
compared  at  the  intermediate  level  on  identifying  cause-effect  relation- 
ships directly  stated  in  sentences;  the  subjects  did  not  shot/  signifi- 
cant increments  during  the  instructional  period. 


Identifying  Main  Ideas  Directly  Stated  in  Paragraphs.*  — At  the 
primary  and  intermediate  reading  instructional  levels,  the  normal  and 
superior  groups  did  not  differ  in  acquisition  rate  during  the  7-month 
Instructional  period  in  skill  in  identifying  main  ideas  directly 
stated  in  paragraphs.  Subjects  showed  significant  increments  at  both 
levels.  Neither  group  reached  the  ceiling  of  the  task. 

Identifying  Main  Ideas  Directly  Stated  Ig  Stories,.  *"•  At  both 
reading  instructional  levels,  the  superior  and  normal  groups  showed 
equivalent  rates  of  acquisition  in  skill  in  identifying  main  ideas 
directly  stated  in  stories.  Subjects  at  both  levels  showed  signifi- 
cant increments.  Neither  group  reached  the  ceiling  of  the  task. 

Identifying  Cause-effect  Relationships  Implied  Sentences.  — 

At  the  primary  and  intermediate  reading  instructional  levels,  the 
normal  and  superior  groups  did  not  differ  in  rate  of  acquisition  in 
identifying  illicitly  stated  cause-effect  relationships  in  sentences. 
Subjects  showed  significant  Increments  during  the  7-month  instructional 
period.  Neither  group  reached  the  task  ceiling. 

Identifying  Main  Ideas  Implied  in  Paragraphs.  --  At  the  primary 
and  intermediate  reading  instructional  levels,  the  groups  did  not 
differ  in  acquisition  rate  during  the  7-month  instructional  period 
in  identifying  implicitly  stated  main  ideas  in  paragraphs.  Subjects 
at  both  leve"*?  showed  significant  increments.  Neither  group  reached 
the  task  ceiling. 

Identifying  Main  Ideas  Implied  in  Stories.  — At  the  primary  and 
intermediate  reading  instructional  levels,  the  normal  and  superior 
groups  showed  similar  rates  of  acquisition  during  the  7-month  instruc- 
tional period  in  grasping  implicitly  stated  main  ideas  in  stories. 
Subjects  at  both  levels  showed  significant  increments.  Neither  group 
reached  the  ceiling  of  the  task. 
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Identifying  Details  It^  Stories.  The  superior  and  normal  groups 
did  not  differ  In  acquisition  rate,  at  the  primary  and  intermediate 
reading  Instructional  levels,  in  skill  in  ident lining  details  in 
stories*  Subjects  at  both  levels  showed  significant  Increments  during 
the  7-month  instructional  period*  Neither  group  reached  the  task 
celling* 


Summary  of  Results 
Level  of  Acquisition 
Identifying  Words  Bt  Sight 

At  both  the  primary  and  intermediate  levels,  the  superior  group 
exceeded  the  normal  group  In  level  of  acquisition  on  identi^ing  words 
at  sight* 

Phonetic  Analysis  Skills 

Primary  Level.  — The  nonoal  and  superior  subjects  at  the  primary 
level  did  not  differ  on  three  of  the  phonetic  analysis  skills:  assoclat- 

i«^  vowel  letters  and  sounds,  Identifying  syllables  in  visually  pre- 
sented short  words,  and  identifying  syllables  in  visually  presented 
long  words*  The  normal  group  did  not  exceed  the  superior  group  on  any 
of  the  phonetic  analysis  skills*  The  superior  group  exceeded  the 
normal  group  on  six  of  the  phonetic  analysis  skills,  associating  con- 
sonant letters  and  sounds,  associating  consonant  digraphs  and  sounds, 
associating  consonant  blends  and  sounds,  using  spelling  patterns, 
Identifying  syllables  in  orally  and  visually  presented  short  words, 
and  identifying  syllables  in  orally  and  visually  presented  long  words* 

Intermediate  Level . — The  normal  and  superior  subjects  at  the 
intermediate  level  did  not  differ  on  three  of  the  phonetic  analysis 
skills:  associating  vowel  letters  and  sounds,  associating  consonant 

letters  and  sounds,  and  associating  consonant  blends  and  sounds*  The 
nonnal  group  did  not  exceed  the  superior  group  on  any  of  the  phonetic 
analysis  skills*  The  superior  group  exceeded  the  normal  group  on  six 
of  the  phonetic  analysis  skills:  associating  consonant  digraphs  and 
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sounds,  using  spelling  patterns,  identifying  syllables  in  orally  and 
visually  presented  short  words,  identifying  syllables  in  visually 
presented  short  words,  identifying  syllables  in  orally  and  visually 
presented  long  words^  and  identi^lng  syllables  in  visually  presented 
long  words* 

Structural  AnalyaAft  gMlM 

Prin^rv  Level*  — The  normal  and  superior  subjects  at  the  primary 
level  did  not  differ  on  four  of  the  structural  analysis  skills:  iden- 

tifying roots,  endings,  and  suffixes,  identifying  roots  and  multiple 
affixes,  locating  roots  by  using  root-change  rules,  and  changing  roots 
by  using  root-change  rules*  The  superior  group  exceeded  the  normal 
group  on  three  of  the  structural  analysis  skills:  identifying 

components  of  coiq>ounds,  identifying  roots  and  prefixes,  and  translat- 
ing contractions* 

Intermediate  Level*  — The  two  groups  at  the  intermediate  level 
did  not  differ  on  two  of  the  structural  analysis  skills:  identifying 

roots  and  multiple  affixes  and  locating  roots  by  using  root-change 
rules*  The  normal  group  did  not  exceed  the  superior  group  on  any  of 
the  structural  analysis  skills*  The  superior  group  exceeded  the  normal 
group  on  five  of  the  structural  analysis  skills:  identifying  compo- 

nents of  compounds,  Identifying  roots,  endings,  and  suffixes,  identi- 
fying toots  and  prefixes,  translating  contractions,  and  changing  foots 
by  using  root-change  rules* 

Mg-Usmo:  SkiUdEi 

Primary  Level.  — The  two  groups  at  the  primary  level  did  not 
differ  in  three  of  the  dictionary  skills:  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  and  interpreting  multiple  pronunciation  symbols*  The 
normal  group  did  not  exceed  the  superior  group  on  any  of  the  diction- 
ary skills*  The  superior  group  exceeded  tte  normal  group  on  five  of 
the  dictionary  skills:  Identifying  alphabetical  sequences  based  on 
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first  letter,  identifying  alphabetical  sequences  based  on  third  letter, 
finding  definitions  of  single  entry  words,  finding  definitions  of 
multiple  entry  words,  and  Interpreting  single  pronunciation  synibolae 
Interr^ft^ Level*  Tb®  two  groups  at  the  intermediate  level 
did  not  differ  on  three  of  the  dictionary  skills:  finding  definitions 

of  single  entry  words,  finding  definitions  of  multiple  entry  words,  and 
Interpreting  multiple  pronunciation  syodbolS*  The  normal  group  did  not 
exceed  the  superior  group  on  any  of  the  dictionary  skills*  The  superior 
group  exceeded  the  normal  group  on  seven  of  the  dictionary  skills: 
identifying  alphabetical  sequences  based  on  first  letter.  Identifying 
alphabetical  sequences  based  on  third  letter,  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  selecting  definitions  of  single  entry  words,  selecting 
definitions  of  multiple  entry  words,  and  Interpreting  single  pronun* 
elation  sycdbols* 

Word  Functions  Skills 

Pffniarv  Level  * ••  The  normal  and  superior  subjects  at  the  primary 
level  did  not  differ  on  three  of  the  word  functions  skills:  specifying 

functions  of  nouns,  specifying  functions  of  verbs,  and  specifying  func- 
tions of  adjectives*  The  nomml  group  exceeded  the  superior  group  on 
one  of  the  word  functions  skills:  specifying  functions  of  adverbs* 

The  superior  group  exceeded  the  normal  group  on  four  of  the  word  func- 
tions skills:  recognizing  functions  of  nouns,  recognizing  functions 

of  verbs,  recognizing  functions  of  adjectives,  and  recognizing  func- 
tions of  adverbs* 

Ititenaadiate  Level . — The  normal  and  superior  subjects  at  the 
intermediate  level  differed  on  all  of  the  word  functions  skills,  with 
the  superior  group  exceeding  the  normal  group  on  every  skill* 

Comprehension  Skills 

Frimarv  Level*  — The  norm/al  and  superior  subjects  at  the  primary 
level  did  not  differ  on  four  of  the  comprehension  skills:  identifying 
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cause-effect  relati'-^ushlps  directly  stated  in  sentences » interpreting 
siisiles^  interpreting  hyperboles,  and  interpreting  personification. 

The  normal  group  did  not  escceed  the  superior  group  on  any  of  the  com- 
prehension shills.  The  superior  group  exceeded  the  normal  group  on 
11  comprehension  shills:  identifying  main  ideas  directly  stated  in. 

paragraphs.  Identifying  main  ideas  directly  stated  in  stories,  identifying 
causceffect  relationships  implied  in  sentences,  identifying  main  ideas 
implied  in  paragraphs,  identifying  main  ideas  inq>lied  in  stories, 
identifying  details  in  stories,  interpreting  idioms,  interpreting 
metaphors,  predicting  outccunes  and  actions,  dliscr imitating  between  fc©e 
and  fiction,  and  discriminating  between  fact  and  opinion. 

Intermediate  Level.  — The  normal  and  superior  subjects  at  the 
intermediate  level  differed  on  all  of  the  comprehension  shills  but  one; 
interpreting  similes.  On  the  remaining  14  comprehension  shills  the 
superior  group  exceeded  the  normal  group. 

Rate  of  Acquisition 


Phonetic  Analysis  Shills 

Primary  Level.  — The  normal  and  superior  subjects  at  the  primary 
level  showed  significant  Increments  during  the  7-month  instructional 
period  on  eight  of  t^e  nine  phonetic  analysis  shills.  The  shill  in 

which  no  significant  increment  was  shown  was  associating  vowel  letters 

» * 

and  sounds.  Neither  group  reached  the  celling  of  any  tash. 

The  normal  and  superior  subjects  did  not  differ  on  six  phonetic 
analysis  shills:  associating  consonant  letters  and  sounds,  associating 

consonant  blends  and  sounds , using  spelling  patterns,  identifying 
syllables  in  orally  and  visually  presented  short  words,  identifying 
syllables  in  visually  presented  short  words,  and  Identifying  syllables 
in  orally  and  visually  presented  long  words.  The  normal  group  exceeded 
the  superior  group  on  associating  consonant  digraphs  and  sounds  while 
the  superior  group  exceeded  the  normal  group  on  identifying  syllables 
in  visually  presented  long  words.  The  groups'  rates  of  acquisition  could 
not  be  compared  on  one  tash:  associating  vowel  letters  and  sounds, 

where  the  subjects  did  not  show  significant  increments. 
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Intermediate  Level.  — The  subjects  at  the  Intermediate  level, 
showed  significant  Increments  during  the  7-month  Instructional  period, 
on  eight  of  the  nine  phonetic  analysis  skills*  The  skill  in  which  no 
significant  increment  was  shown  was  associating  vowel  letters  and 
sounds*  The  normal  group  did  not  reach  the  celling  of  any  task;  the 
superior  group  approached  the  cat ling  on  one  task?  identifying! 
syllables  in  orally  and  visually  presented  short  words* 

The  two  groups  did  not  differ  on  seven  of  the  phonetic  analysis 
skills;  associating  consonant  letters  and  sounds,  associating  con- 
sonant digraphs  and  sounds,  associating  consonant  blends  and  sounds, 
using  spelling  patterns,  identifying  syllables  in  visually  presented 
short  words,  identifying  syllables  in  orally  and  visually  presented 
long  words,  and  Identifying  syllables  in  visually  presented  long  words* 
The  groups*  rates  of  acquisition  could  not  be  compared  on  two  tasks* 
associating  vowel  letters  and  sounds,  where  the  subjects  did  not  show 
significant  Increments;  and  identifying  syllables  in  orally  and  visually 
presented  short  words,  where  the  superior  subjects  approached  the  task 
ceiling* 

Structural  Analysis  Skills 

Primary  Level*  — The  normal  and  superior  subjects  at  the  primary 
level  showed  significant  increments  during  the  7-month  instructional 
period  on  all  of  the  structural  analysis  skills*  Neither  group  reached 
the  ceiling  of  any  task* 

The  two  groups  did  not  differ  on  four  of  the  structural  analysis 
skills:  identifying  roots,  endings,  and  suffixes,  identifying  roots 

and  prefixes,  locating  roots  by  using  root«^change  rules,  and  changing 
roots  by  using  root-thange  rules*  The  normal  group  exceeded  the 
superior  group  on  three  skills:  identifying  components  of  compounds, 

identifying  roots  and  multiple  affixes,  and  translating  contractions. 
The  superior  group  did  not  exceed  the  normal  group  on  any  skill* 

Intermediate  Level « — The  groups  showed  significant  increments  at 
the  intermediate  level  during  the  7-month  instructional  period  on  all 
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of  the  structural  analysis  skills*  The  superior  Hn4  normal  groups 
reached  the  ceiling  on  one  task:  identifying  components  of  compounds. 

The  two  groups  did  not  differ  on  five  of  the  structural  analysis 
skills:  identifying  roots»  endings,  and  suffixes,  identifying  roots 

and  prefixes,  identifying  roots  and  multiple  affixes,  translating 
contractions,  and  changing  roots  by  using  root-change  rules*  The 
normal  group  exceeded  the  superior  group  on  one  skill:  locating  roots 

by  using  root-change  rules.  The  superior  group  did  not  exceed  the 
normal  group  in  acquisition  rate  on  any  of  the  structural  analysis 
skills*  The  groups'  rates  of  acquisition  could  not  be  conq>ared  on  one 
skill:  identifying  components  of  compounds,  where  the  normal  and; 

superior  subjects  approached  the  task  ceiling* 

Dictionary  Skills 

P|*ipfliTY  l«evel  * — The  normal  and  superior  subjects  at  the  primary 
level  showed  significant  increments  during  the  7-month  instructional 
period  on  all  of  the  dictionary  skilldv . The  normal  group  did  not  reach 
the  task  celling  on  any  skill;  the  superior  group  approached  the  task 
ceiling  on  one  skill:  identifying  alphabetical  sequences  based  on 

first  letter. 

The  two  groups  did  not  differ  in  acquisition  rate  on  six  ^c«l!«n- 
ary  sklUsi  identifying  alphabetical  sequences  based  on  third  letter, 
using  dictionary  guide  words,  finding  definitions  of  single  entry 
words,  finding  definitions  of  multiple  entry  words,  interpreting  sli^gle 
pronunciation  symbols,  and  Interpreting  multiple  pronunciation  symbols* 
The  normal  group  did  not  exceed  the  superior  group  in  acquisition  rate 
on  any  skill*  The  superior  group  exceeded  the  normal  group  in  rate  of 
acquisition  on  one  dictionary  skill:  identifying  alphabetical  sequences 

based  on  first,  second,  or  third  letter*  The  groups'  rates  of 
acquisition  could '^ot  be  eempared  m identifying-  alphabetical 
sequences  ^ased  on  first  letter  where  the  superior  group  •^at  tdie 
primary,  level  epproacbed  tlie  task  ceiling* 
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yntennAdlate  I»evel«  The  gtoups  at  the  intermediate  level 
shiewed  significant  increments  during  the  7**month  instructional 
period  on  all  dictionary' skills  but  one:  Identl^ing  alphabetical 

sequences  based  on  first  letter*  On  the  same  skill > both  groups 
reached  the  task  ceiling*  Neither  group  reached  the  task  ceiling 

for  the  remaining  nine  dictionary  skills* 

The  normal  and  superior  subjects  did  not  differ  Iti  seven  of  the 
dictionary  skills*  identifying  alphabetical  sequences  based  on  firsts 
second,  or  third  letter,  using  dictionary  guide  words,  finding  defi- 
nitions of  single  entry  words,  finding  definitions  of  multiple  entry 
words,  selecting  definitions  of  single  entry  words,  selecting  defini- 
tions of  multiple  entry  words,  and  interpreting  single  pronunciation 
synfcols.  The  normal  group  exceeded  the  superior  group  in  acquisition 
rate  on  one  skill:  identifying  alphabetical  sequences  based  on  third 

letter*  The  superior  group  exceeded  the  normal  group  in  acquisition 
rate  on  one  skill:  interpreting  multiple  pronunciation  symbols*  The 

groups*  rates  of  acquisition  could  npt  be  compared  on  one  skill: 
identifying  alphabetical  sequences  based  on  first  letter,  where  the 
normal  and  superior  subjects  approached  the  task  ceiling  and  the 
subjects  did  not  show  significant  Increments* 

Word  Functions  Skills 

Level.  — The  normal  and  superior  subjects  at  the  primary 
level  showed  significant  increments  during  the  7-nfflnth  Instructional 
period  on  all  eight  of  the  word  functions  skills.  Neither  group 

reached  the  task  ceiling  for  any  skill* 

•The  two  groups  did  not  differ  in  acquisition  rate  on  six  of 
the  word  functions  skills:  recognizing  functions  of  nouns,  recognizing 

functions  of  verbs,  recognizing  functions  of  adjectives,  recognizing 
functions  of  adverbs,  specifying  functions  of  r^uns,  and  specifying 
functions  of  adverbs.  The  normal  group  did  not  exceed  the  superior 
group  on  any  of  the  word  functions  skills*  The  superior  group  exceeded 
the  normal  group  in  acquisition. rate  on  two  skills:  specifying  func- 

tions of  verbs  and  specifying  functions  of  adjectives* 
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jhitermedlate  LeyjS^,  — The  noriual  and  superior  subjects  at  the 
intermediate  level  shoved  significant  increments  during  the  7-month 
instructional  period , on  all  of  the  word  functions  skills*  Neither 
group  reached  the  task  ceiling  for  any  skill; 

The  two  groups  did  not  differ  in  rate  of,.acquisition  on  seven 
word  functions  skills:  recognising  functions  of  nouns recognizing 
functions  of  verbs*  recognizing  functions  of  adjectives*  recognizing 
functions  of  adverbs*  specifyinfj  functions  of  nouns*  specifying  func^ 
tions.of  verbs*  and  specifying  functions  of  adjectives*  The  superior 
group  exceeded  the  normal  group  on  the  remaining  word  functions,  skill 
specifying  functions  of  adverbs* 


gompyehension  mils 

^imarv  Level.  --  The  normal  ahd>nperior  subjects  at  the  primary 
level  showed  significant  increments  during  the  7-mohth  instructional 
period  on  all  of  the  comprehensioh  skills*  Neither  group  reached 
the  task  celling  for  any  skill* 

The  two  groups  did  not  differ  in  acquisition  rate  on  any  of  the 
seven  comprehension  skills:  Identifying  cause-effect  relationships  - 

directly  stated  in  sentences*  identifying  main  idoas  directly  stated 
in  paragraphs*  identifying  main  ideas  directly  stated  in  stories*  Iden- 
tlfylng  cause-effect  relationships  implied  in  sentences*  identifying' 
main  ideas  implied  In  paragraphs*  identifying  main  ideas  implied  in 
stories*  and  identifying  details  in  stories*  n 

Intermediate  Level*  •*-  The  normal  and  supSriOr  subjects  at  the 
intermediate  level  showed  significant  Increments  during  the  7-month 
Instructional  period  on  all  comprehension  skills  but-  one:  identifying 
cause-effect  relationships  directly  stated  in  sentences*  Neither 
group  reached  the  task  celling  for  any  of  the  comprehension  skills* 

The  two  groups  did  not  differ  in  acquisition  rate  on  Six  compre- 
hension skills:  identifying  main  ideas  directly  stated  in  par agrephs* 
identifying  main  ideas  directly  stated  in  stories*  identifying  cause- 
effect  relationships  io^l led  in  sentences*  identifying  main  ideas 
implied  in  paragraphs*  Identifying  main  ideas  implied  in  Stories*  and 
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identifying  details  in  stories.  The  groups*  rates  of  acquisition 
could  not  be  compared  on  one  skill*  identifying  cause-effect  relation- 
ships directly  stated  in  sentencesa  where  the  subjects  did  not  show  a 
significant  increment. 


DISCUSSION.  LIMITATIONS,  AND  CONCLUSIONS;  Discussion  

CHAPTER  8 

DISCUSSION,  LIMITATIONS,  AND  CONCLUSIONS 

The  three  major  sections  in  this  chapter  are  devoted  to  the 
following:  discussion  of  issues  which  should  be  weighed  in  con- 

sidering results  of  the  investigation,  limitations  or  specifications 
of  conditions  to  which  conclusions  must  be  restricted,  and  conclusions 
relevant  to  research  questions  subsumed  by  the  five  research  objectives. 
The  magnitude  and  complexity  of  the  project  are  such  that  the  presenta- 
tions in  the  discussion,  limitations,  and  conclusions  sections  cannot 
be  exhaustive  because  of  limitations  of  space  and  time.  However,  the 
investigators  intend  subsequently  to  prepare  additiotial  materials 
related  to  such  topics  as  further  interpretations  of  the  data, 
pedagogical  implications,  and  so  on. 

Discussion 

Several  issues  should  be  weighed  in  considering  results  of  the 
present  study.  These  Issues  pertain  to  possibilities  of  Type  G and 
Type  R errors,  possibilities  of  Type  S errors,  and  problems  in  inter- 
preting differences.  These  Issues  are  discussed  below.  Background 
sources  for  this  discussion  Include  Berelter  (1963),  Bloom  (1963), 
Campbell  (1957),  Campbell  and  Stanley  (1963),  Dubois  (1960),  Edwards 
(1963),  Forehand  (1962),  Lindquist  (1953),  McKeachie( 1962),  Quay  (1963) 
Underwood  (1957),  and  Williams  (1959),  among  others. 

Possibilities  of  Type  G and 
Type  R Errors 

There ^were  possibilities  that  the  results  of  the  Investigation 
could  be  biased  or  contamin^dd  by  a combination  of  Type  G and  Type 
R errors  (Lindquist,  1953).  That  is,  there  could  have  been  biases 
related  to  differences  among  teachers,  schools,  and  school  systems. 
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The  present  project  Involved  subjects  classified  according  to 
reading  instructional  level  and  intelligence  level.  Subjects  within 
cells  forraed  by  the  overlapping  of  these  variables  were  selected  from 
several  classrooms  In  three  school  systems.  The  source  of  trouble  here 
was  the  possibility  that  certain  cells  or  combinations  of  cells  would 
consist  of  pupils  from  classes  which  varied  in  some  systematic  way  in 
critical  features:  e.|^.,  the  nature  of  the  curriculum  to  which  pupils 

were  exposed  in  areas  other  than  reading,  the  competencies  of  the 
teachers  in  reading  instruction,  the  procedures  for  teaching  reading, 

the  procedures  for  administering  the  tests  of  the  basal  reading  skills, 

« 

and  so  on,  ■ ■ 

In  the  present  study,  steps  were  taken  to  minimize  effe’c^ts  of 
such  sources  of  bias.  Describing  all  of  these  steps  would  require  a 
prohibitive  amount  of  space  here.  Consequently,  for  "purposes  of 
illustration,  several  examples  of  steps  which  were  taken  are  cited 
below.  Subjects  in  a given  cell  formed  by  IQ  and  reading  instructional 
level  were  selected  from  more  than  one  school  district,  from  more  than 
one  school,  and  from  more  than  one  classroom.  Or,  stated  in  reverse, 
each  classroom  contained  subjects  from  more  than  one  cell  formed  by  the 
overlapping  of  IQ  level  and  reading  instructional  level.  One  advantage 
of  working  with  44  classes  was  that  the  numbers  of  teachers  and  pupils 
available  made  this  procedure  possible.  Teachers  were  recommended 
for  participation  in  the  project  by  administrators  and  supervisors  \rtio 
were  familiar  with  the  teachers'  work.  Participants  were  certified 
teachers.  In  meetings  with  teachers,  the  Investigators  repeatedly 
stressed  the  need  to  teach  according  to  the  guidebooks  in  the  Scott, 
Foresman  New  Basic  Readers  series.  The  investigators  gave  the  teachers 
in-service  work  on  teaching  reading.  Similarly,  the  teachers  were 
given  information  about  the  nature  and  requirements  of  the  project  and 
the  various  steps  in  data  collection.  In  addition  to  orientation  in 
data  collection,  the  teachers  were  given  Identical  sets  of  written 
material  specifying  procedures  for  data  collection.  To  standardize 
data  collection  further  (as  well  as  to  minimize  the  burden  on  the 
teachers) , audio  tapes*  which  contained  test  directions  were  prepared  by 
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the  Investigators  and  used  by  the  teachers  in  administering  tests  to 
pupils.  Attention  was  given  to  controlling  such  factors  as  timing  in 
the  tests  per  se,  the  tin»  of  day  the  tests  were  given,  and  the  dates 
on  which  the  tests  were  given.  As  stated  previously,  these  activities 
are  examples  of  steps  which  the  investigators  took  to  minimize  the 

possibility  that  results  would  be  confounded  by  differential 
operation  of  extraneous  factors  related  to  schools,  teachers,  etc* 

Also,  at  the  end  of  the  data  collection  phase  of  the  project,  teachers 
supplied  the  investigators  written  descriptions  of  their  reading 
programs  as  well  as  other  information  about  how  they  worked  with  pupils, 
their  own  reactions,  and  their  pupils'  reactions  to  the  Scott,  Foresman 
New  Basic  keaders  program,  and  so  on.  Considering  all  of  these  pro- 
cedures, and  information  supplied  by  teachers  in  their  written  reports, 
the  investigators  rejected  the  possibility  that  the  results  of  the 
present  study  were  biased  systematically  by  such  extraneous  factors  as 
the  Type  G and  Type  R errors  cited  above. 

Possibilities  of  Type  S Errors 

There  were  several  Type  S errors  (Lindquist,  1953)  that  possibly 
could  have  been  present.  For  example,  there  mi^t  have  been  extraneous 
factors  affecting  retarded  subjects  but  not  normal  or  superior  subjects. 
That  is,  there  could  have  been  differences  among  subjects  with  respect 
to  such  variables  as  the  following;  degree  of  Interest  in  the  contents 
of  the  textbooks  and  other  reading  instructional  materials;  expecta- 
tions of  and  reactions  to  frustration  and  failure;  achievement  in 
relation  to  expectations;  attrition;  and  rate  of  maturation.  Factors 
like  these,  if  they  had  operated,  could  have  affected  results  of  the 
investigation. 

Motivational  factors  arc  a possible  source  of  bias  which  must 
be  taken  into  account  in  research  like  this.  One  motivational  factor 
was  subjects*  interests  in  the  stories  and  other  contents  of  the  read- 
ing instructional  materials.  Retarded  and  normal  subjects  who  are 
equated  on  MA  differ  in  CA.  Generally,  interests  covary  with  CA. 
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There  was  a possibility  that  the  retarded  subjects  would  not  fiind  the 
contents  o€  the  '’Sixties  Edition"  of  the  Scott,  Foresroan  New  Basic 
Readers  interesting  enough  to  hold  their  attention  so  that  they  would 
profit  from  the  instructional  program*  However,  the  reading  ins true* 
tional  materials  which  were  used  in  the  project  consisted  of  stories, 
poems,  and  articles  about  a variety  of  topics  which  appealed  to  many 
interests  across  a considerable  age  range.  The  investigators  ques- 
tioned teachers  of  retarded  subjects  about  their  pupils'  responses 

to  the  instructional  materials.  Teachers  reported  that  most  pupils 
»• 

appeared  to  find  the  reading  materials  Interesting  and  generallj^ 
appeared  to  respond  positively.  Another  source  of  evidence  related 
to  the  possible  negative  effect  of  differential  Interest- level  is  the 
pattern  of  results  obtained  in  the  project.  If  the  retarded  subjects 
did  not  respond  to  the  instructional  materials,  it  could  be  expected 
that  they  would  not  show  progress  over  the  7-month  instructional 
period  or  would  show  less  progress  than  the  normal  subjects.  The 
retarded  subjects  did  show  progress  during  the  7-month  instructional 
period.  They  showed  a slower  rate  of  acquisition  than  the  normal 
subjects  in  some  skills  at  both  the  primary  and  the  intermediate 
levels;  however,  on  most  skills,  they  did  not  differ  from  the  normal  sub- 
jects in  rate  of  acquisition.  On  the  basis  of  these  considerations, 
the  investigators  rejected  the  possibility  that  differential  interests 
in  the  reading  materials  operated  systematically  to  confound  the  results. 

Another  possible  problem  was  that  the  retarded  subjects,  because 
of  previous  academic  failures,  might  show  negative  reactions  to  the 
tests  used  in  the  project.  Cromwell  (1963)  and  Heber  (1964)  reviewed 
theories  and  research  on  motivational,  characteristics  of  the  retarded. 
One  area  of  study  pertained  to  how  expectations  of  and  reactions  to* 
failure  and  frustration  affect  retarded  subjects*  performance.  Most 
investigators  have  reported  that  retarded  and  non-retarded  subjects 
did  not  respond  differentially  to  exposure  to  failure  and  other  types 
of  frustration  in  research  situations  involving  verbal  cognitive  tasks. 
In  addition,  steps  were  taken  in  the  present  project  to  minimize  stress 
for  all  subjects.  The  reading  instructional  program  was  part  of  the 
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total  school  curriculwm;  the  tests  were  given  as  a part  of  the  reading 
instructional  program.  In  the  directions  for  each  test,  cooments  were 
made  to  the  subjects  that  they  should  not  expect  to  know  all  answers 
because  the  tests  were  such  that  no  pupil  could  expect  a perfect  score. 
Xu  addition,  the  teachers  were  cautioned  to  watch  for  signs  of  reactions 
to  stress  and  to  reassure  the  pi;q?ils  as  often  as  necessary.  Teachers 
did  not  report  that  pupils  were  particularly  threatened  by  thf  tests. 
Also,  the  pattern  of  results  did  not  suggest  any  generalized  deleterious 
effects  of  failure  and  frustration  reactions.  That  is,  on  some  skills 
the  subjects  did  not  differ  while  on  some  skills  the  normal  exceeded 
the  retarded.  It  would  seem  that  if  subjects’  performance  were  being 
affected  deleteriously,  then  this  negative  effect  would  be  consistent. 
Consequently,  on  the  basis  of  all  of  these  considerations,  the  investi- 
gators rejected  the  possibility  that  differential  reactions  to  stress 
operated  systematically  to  bias  results  of  the  study. 

Dunn  (1954)  described  a design  problem  which  may  be  associated 
with  biased  results  in  a study  of  retarded  pupils*  rates  of  acquisition 
in  reading.  (This  problem  also  pertained  to  normal  and  superior' 
pupils*  rates  of  acquisition.)  That  is,  pupils  selected  as  subjects 
mi^t  not  be  achieving  at  reading  instructional  levels  which  are  as 
high  as  they  are  capable  of  achieving;  and  when  such  subjects  are 
given  systematic  reading  instruction,  they  may  show  spuriously  rapid 
progress.  In  the  present  project,  the  retarded  subjects  were  equated 
on  MA  and  general  reading  achievement  level  with  normal  Subjects  who 
had  reading  achievement  levels  considered  appropriate  for  pupils  at 
their  CA  levels  and  thus  their  MA  levels.  Similarly,  subjects  Were 
taught  at  reading  instructional  levels  commensurate  with  their  reading 
achievement  levels.  Therefore i the  present  investigators  did  not 
consider  that  problems  of  underachievement  operated  systematically  to 
bias  results  reflecting  the  subjects'  rates  of  acquisition.  • 

Another  problem  which  had  to  be  considered  was  attrition.  Fifty- 
two  pupils  were  lost  through  attrition.  Of  these  52  pupils,  35  moved 
to  non-participating  schools  or  school  systems.  These  35  pupils  were 
distributed  over  the  reading  instructional  levels  and  intelligence 
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levels.  When  the  total  of  1163  pupils  was  considered,  loss  of  35 
pupils  through  moving  away  from  the  schools  was  considered  negligible 
and  thus  not  a systematic  source  of  bias. 

A more  serious  problem  was  the  loss  of  17  retarded  pupils  at  the 
intermediate  reading  instructional  level.  Eight  pupils  enrolled  in 
vocational  rehabilitation  programs  and  nine  pupils  withdrew  from  school. 
Associated  with  this  loss  was  the  possibility  that  not  as  many  capable 
retarded  pupils  at  the  intermediate  reading  Instructional  level  were 
available  for  selection  in  the  beginning;  i»e. , there  were  opportunities 
for  some  of  the  older,  capable  mentally  retarded  individuals  to  be 
enrolled  in  vocational  rehabilitation  programs  or  successfully  employed 
in  jobs.  There  was  no  way  to  examine  this  possibility  to  see  if  it 
were  so.  However,  the  point  is  this:  It  could  have  happened  that  the 
retarded  subjects  at  the  Intermediate  reading  instructional 
level  were  less  capable  pupils.  On  the  other  hand,  the  retarded 
pupils  who' were  employed  as  subjects  at  the  intermediate  level 
achieved  at  reading  instructional  levels  4 and  5 on  an  independent 
measure  of  general  reading  achievement  level;  that  is,  the  subjects 
demonstrated  their  capability  at  the  required  level  in  the  particular 
aspect  of  behavior  being  studied,  reading,  llierefore,  the  investigators 
considered  that  the  results  of  the  study  were  not  likely  to  be 
contaminated  systematically  by  differential  attrition  or  a selection 
bias;  however,  generalizations  must  be  limited  to  retarded  subjects 
at  reading  instructional  levels  4 and  5 who  are  still  in  school. 

The  possibility  of  a subject-selection  X maturation  interaction 
(Campbell  and  Stanley,  1963)  had  to  be  watched  very  carefully.  Study- 
ing rate  of  acquisition  required  a repeated-measurements- over- time 
procedure.  At  the  beginning  of  the  instructional  period,  retarded 
and  normal  subjects  were  equated  on  MA.  Nevertheless,  by  definition, 
a differential  rate  of  MA  increments  occurs  in  individuals  who  have 
different  IQs;  over  an  extended  period  of  time,  effects  of  differences 
in  rate  of  MA  increments  could  cummulate  sufficiently  to  bias  compari- 
sons of  changes  in  reading  achievement  over  a period  of  time.  In  the 
phases  of  the  present  study  which  Involved  comparisons  of  two, groups  in 
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terms  of  rates  of  acquisltiony  the  time- interval  for  assessing  rate 
of  acquisition  was  limited  to  seven  months.  One  reason  for  this 
limitation  was  to  minimize  the  possibility  that  such  a subject* 
selection  X maturation  interaction  would  operate  to  bias  the  results. 

The  investigators  expected  that  within  this  restricted  time-peri^ 
the  projected  differences  in  MA  would  not  become  large  enough  to  operate 
differentially  to  bias  the  results  systematically;  that  is,  the 
differential  rate  of  mental  growth  would  not  have  time  to  confound  the 
observed  relationships.  The  reasonableness  of  this  expectation  was 
supported  by  the  observation  that  while  the  retarded  subjects  showed 
slower  rates  of  acquisition  in  some  reading  skills,  they  did  not  differ 
from  the  normal  subjects  in  other  skills.  In  addition,  normal  and 
superior  subjects  who  also  had  unequal  rates  of  MA  increments  did  not 
differ  consistently  in  rate  of  acquisition  of  reading  skills. 

Problems  in  Interpreting  Differences 

In  Interpreting  results  of  studies  like  the  present  investigation, 
one  problem  is  the  manner  in  which  differences  between  descriptive 
statistics  should  be  interpreted;  more  directly:  What  do  the  differences 

between  statistics  indicate?  This  problem  pertained  to  statistics 
in  all  parts  of  the  investigation.  In  objective  1,  encompassing 
sequences,  the  problem  pertained  to  differences  between  a^  values, 
q^  valxies,  and  the  observed  and  reproduced  matrices.  In  objective  2, 
encompassing  processes,  the  problem  essentially  pertained  to  differ- 
ences between  multiple  correlations  and  zero  as  well  as  differences 
between  any  two  multiple  correlations,  and  to  differences  betojeen 
partial  regression  coefficients  and  zero  as  well  as  differences 
between  any  two  standard  partial  regression  coefficients.  In  objective 
3,  encompassing  trends  in  achievement  over  reading  instructional 
levels,  the  problem  essentially  pertained  to  differences  between 
regression  coefficients  and  zero.  In  objectives  4 and  5,  encompassing 
levels  of  acquisition  and  rates  of  acquisition,'  the  problem  respectively 
pertained  to  differences  between  means  and,  in  essence,  to  differences 
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between  regression  coefficients  and  zero  as  well  as  differences  between 
any  two  regression  coefficients.  Aspects  of  this  problem^  the  inter- 
pretation of  differences,  are  discussed  below.  For  the  sake  of  brevity, 
the  discussion  is  restricted  to  some  issues  in  interpreting  differences 
between  means.  Considerations  relevant  to  interpreting  differences 
between  means  illustrate  some  considerations  in  interpreting  differences 
between  other  statistics  involved  in  the  analyses  of  sequences,  processes 
and  trends  in  achievement  over  reading  Instructional  levels  as 
well  as  a 7-month  instructional  period;  althou^,  in  these  latter  case  , 
there  are  additional  issues  pertaining  to  psychological  scaling  and 
to  regression  analysis. 

When  a t ratio  or  F ratio  occurs  at  a probability  level  which  is 
satisfactory  in  terms  of  the  criterion  for  significance  which  an 
investigator  has  specified,  he  or  she  may  reject  the  null  hypothesis 
and  comment,  in  colloquial  terms,  about  significant  differences  between 
or  among  means.  A next  step  is  to  interpret  the  differences.  One  of 
several  problems  to  be  found  in  interpreting  differences  between  means 
is  this:  Given  a significant  difference,  is  it  important  or  meaningful? 

This  problem  is  discussed  as  statistical  versus  practical  significance 
by  such  writers  as  Edwards  (1963)  and  Williams  (1959). 

Deciding  on  the  importance  of  a difference  between  means  is  a 
complex  activity.  Statistical  significance  per  se  does  not  indicate 
the  meaningfulness  or  importance  of  a difference.  An  investigator  may 
use  procedures  which  may,  within  limits,  increase  precision  of 
statistical  tests  to  such  an  extent  that  relatively  small  variations 
in  means  will  be  statistically  significant.  For  example,  among  the 
ways  to  increase  precision  of  statistical  tests  is  to  increase  sample 
sizes  thus  influencing  not  only  standard  deviations  but  also  standard 
errors  of  differences.  Therefore,  when  the  investigator  is  deciding, 
on  numbers  of  subjects,  one  of  his  concerns  is  to  specify  sample  sizes 
which  will  lead  to  neither  too  little  nor  too  much  precision.  If  the 
investigator  can  know  the  standard  deviations  of  his  measures,  he  can 
use  techniques  like  those  described  by  Snedecor  (1956)  to  determine 
appropriate  sample  sizes.  However,  in  studies  like  the  present  one 
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where  previous  information  about  standard  deviations  is  not  available, 

the  investigator  has  no  such  recourse. 

Just  as  the  statistical  sipificance  of  a difference  does  not 
indicate  practical  significance,  neither  does  the  absolute  magnitude 
of  a difference  between  means  indicate  importance.  When  constructing 
instruments,  an  investigator  may  use  procedures  which  influence  aises 
of  differences.  One  such  procedure  is  to  vary  the  number  of  items  for 
each  element  in  a test.  For  example,  take  a situation  in  which  two 
groups  of  subjects  differ  in  their  knowledge  of  two  elements  in  a test; 
one  group  has  mastered  the  two  elements  and  one  group  has  not.  Assume 
the  test  has  satisfactory  reliability  and  thus  a small  error  of 
measurement.  The  magnitude  of  the  observed  difference  between  the 
groups*  means  should  correspond  with  the  number  of  items  used  to  measure 
the  two  items;  generally,  the  observed  difference  should  increase  as 
the  number  of  items  is  increased.  Consequently,  a crucial  factor  is 
not  the  absolute  size  of  the  point  spread;  instead,  a crucial  factor 
is  how  many  items  are  used  to  sample  each  element. 

Even  accepting  these  and  similar  qualificaticns  about  statistical 
significance  and  absolute  sizes  of  differences,  a person  still  cannot 
answer  the  question;  Is  a given  difference  important  or  meaningful? 
Instead,  the  question  must  be  recast;  Is  the  difference  important  or 
meaningful  for  purpose  X?  That  is,  the  importance  or  meaningfulness 
of  a difference  depends  on  a person's  interest,  the  purpose  for  which 
he  or  she  is  considering  the  difference  as  evidence. 

For  example,  consider  basal  reading  skill  4.2,  identifying 
prefixes.  One  prefix  was  selected  from  reading  instructional  levels 
2,  3,  4,  5,  and  6,  respectively.  Two  test  items  were  used  to  sample 
each  prefix.  Consequently,  two  points  on  the  sub test  corresponded, 
on  the  average,  to  approximately  one  prefix. 

1,  Suppose  a person  is  interested  in  differences  between  the 
specific  number  of  prefixes  which  groups  of  pupils  know. 

A difference  of  two  points  between  means  would  be  important 
to  him  in  the  sense  that  . it  indicates  that  the- groups 
vary  by  knowledge  of  approximately  one  prefix,  on  the 
average.  ' ^ ^ 
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2.  Suppose  a person  is  interested  not  only  in  differences 
betu^een  the  specific  number  of  prefixes  which  pupils 
have  mastered  but  also  in  differences  in  the  particular 
prefixes  which  pupils  know*  Differences  between  means 
would  be  important  only  as  a starting  point.  His  next 
step  would  be  to  classify  and  compare  differences  in 
pupils*  responses  to  each  prefix  sampled  in  the  test. 

I 

3.  Suppose  a person  is  interested  in  whether  groups  differ 
in  knowledge  prerequisite  for  using  structural  analysis 
skills  in  word  recognition.  A difference  in  two  points, 
or  an  average  of  approximately  one  prefix,  may  not  be  too 
Important  to  him.  That  is,  the  pupils  would  not  vary  too 
much  in  one  kind  of  prerequisite  knowledge  for  using 
structural  analysis  skills  with  words;  the  specific 
importance  of  the  variation  would  be  influenced  by  how 
many  times  prefixes  are  involved  in  the  words  the  pupils 
have  to  analyze. 

4.  Suppose  a person  is  interested  in  trends  in  behavior.  The 
criterion  of  meaningfulness  or  in^ortance  then  would  not 
be  differences  between  the  specific  number  of  prefixes 
pupils  know,  the  particular  prefixes  which  they  know,  or 
their  preparedness  for  using  elements  in  the  reading  act. 
Instead,  the  criterion  would  be  the  patterns 

of  relationships  over  a number  of  skills.  For  example, 
consider  data  obtained  in  the  present  study  in  the  com- 
parisons of  levels  of  acquisition  of  the  retarded  and 
normal  subjects  and  of  the  normal  and  supetior  subjects. 

In  soma  comparisons,  the  differences  between  levels  of 
acquisition  were  not  statistically  significant.  In  cases 
where  differences  were  statistically  significant,  sane 
differences  were  small  and  some  were  large.  Several 
trends  were  apparent  in  the  data.  These  trends  were 
Important  in  themselves.  For  illustration,  two  of  these 
trends  are  listed  below, 

a.  Generally,  the  less  intelligent  subjects  did  not 
exceed  the  more  intelligent  subjects  in  level  of 
acquisition;  either  the  groups  had  similar  levels 
of  acquisition  or  the  more  intelligent  subjects 
had  the  higher  levels  of  acquisition.  This  trend 
was  present  in  the  conq)arisons  of  the  retarded  and 
normal  subjects  and  in  the  comparisons  of  the  normal 
and  superior  subjects.  (In  each  set  of  comparisons, 
there  was  only  one  exception  where  the  less  intelli- 
gent subjects  had  the  higher  level  of  acquisition. 
These  exceptions  occurred  at  the  primary  level: 
retarded  subjects  exceeded  normal  subjects  in  ititer- 
preting  multiple  pronunciation  symbols;  normal 
subjects  exceeded  superior  subjects  in  specifying 
functions  of  adverbs.) 
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b.  The  groups  vLo  differed  in  intelligence  were 

more  often  similar  in  level  of  acquisition  at  the 
primary  level  than  at  the  intermediate  level;  that 
is,  the  levels  of  acquisition  of  groups  separated 
or  became  more  different  as  the  subjects  became 
more  advanced  in  instructional  level.  This  pattern 
was  present  in  the  comparisons  of  the  retarded  and 
normal  subjects  and  in  the  comparisohs  of  the  normal 
and  superior  subjects. 

In  summary,  then,  interpretation  of  differences  is  not  arbitrary. 
Instead,  one  must  consider  the  purpose  for  which  he  or  she  is  seeking 
evidence  in  conjunction  with  factors  like  the  nature  of  the  instruments 
for  assessing  behavior  and  the  scores  produced  by  these  instruments. 

Data  obtained  in  the  present  study  may  be  interpreted  from  several 
points  of  view.  The  present  Investigators  plan  further  work  on  matters 
pertaining  to  interpretation.  That  is,  they  intend  to  prepare  additional 
reports  in  which  they  will  interpret  results  of  the  present  study  from 
several  points  of  view  like  those  enumerated  above;  e._g.,  interpreta- 
tion, of  data  in  terms  of  the  number  and  nature  of  specific  elements, 
interpretation  of  data  in  terms  of  pedagogical  inq>lications,  and  . 
interpretation  of  data  in  terms  of  patterns  of  relationships* 

Preparing  these  additional  interpretive  materials  will  require  further 
work  and  this  work  is  in  progress*  In  the  meantime,  the  reader  may 
wish  to  make  his  own  interpretation,  i»e. , to  consider  the  evidence 
from  the  point  of  view  of  his  own  interests.  The  material  ie  the 
appendices  should  be  helpful.  For  example,  a content  description  is 
presented  for  each  task;  these  content  descriptions  portray,  among 
other  things,  the  elements  measured  by  a test  or  subtest  for  a skill, 
the  reading  instructional  levels  where  the  elements  were  introduced, 
the  test  items  used  to  measure  the  elements,  and  so  on.  . 

Limitations. 

The  factors  considered  in  this  section  are  among  those  which 
restrict  the  generality  of  relationships  observed  in  the  present 
investigation,  i.e. , the  external  validity  (Campbell  and  Stanley,  1963). 


288. 


DISCUSSION.  LIMITATIONS.  AND  COMCLUSIONS;  Limitations 

In  sum,  generalizations  emanating  from  the  results  of  the  investigation 
are  specifically  restricted  to  conditions  similar  to  those  under  which 
the  results  were  obtained.  For  example,,  special  consideration  must  be 
given  to  such  factors  as  the  population  sampled,  the.  participating 
school^personnel,  the  reading  instructional  program,  the  resources 
available  to.  the  teachers,  the  reading  instructional  .levels  at  which 
puplls-were  tau^t,  the  particular  reading  skills  in  the  chosen 
categories,  the  intellectual  processes,  the  time  periods,  the  instru- 
ments .or  te^ts>.  and  the  particular  dimension  used  for  identifying 
sequences  among  skills.  Wider  generalization  will  require  further 
research. 

{generalizations  are  limited  to  populations  similar  to  those 
sampled.  The  subjects  ware  piiplls  taught  at -reading  instructional. 
levels.-2,  3,  4,  and  5.  Whether  similar  results  would  be  present  at 
o tiler™ reading  instructional  levelLs  would  ne€id  furldier  investigation. 
Also,.,  the  retarded  and  normal  subjects  were  equated  on  MA  and  an 
independent  measure  of  general  reading  achievement  level;  they  were 
tau^t  at  the  same  reading  instructional  levels.  Different  results 
mi^t. be  obtained  if  subjects  were  equated  on  any  coaibination  of  these, 
variables  but  not  all  three.  The  normal  and  superior  sub jects-  were 
equated  on  CA;  they  differed  on  HA  and  reading  instructional  level. 

It  is  -possible  that  different  relationships  would  be  observed  in  a 
study  "Of  normal,  and  superior  subjects  who  are  equated  for  MA,  general 
reading,  achievement  level,  and  reading  instructional  level,  or  some 
combination  of  these  three  variables.  Such  a sampling  plan  could  not 
be  used  in  the  present  project.  A study  should  be  conducted  with 
pupils. who  have  been  paced  in  reading  in  a way  which  would  be. 

appropriate  for  such  comparisons  to  -be  made. 

Another  point-  to  consider  in  limiting  generalizations  is  tiie  nature 
of  the -schools  in  which  the  project  was  conducted,  more  specifically, 
the  characteristics  of  the  administrators  and  teachers.  The  project 
involved  a great  deal  of  work  with  3 school  systems,  17  schools, 

1163  pupils,  44  classes,  and  39  teachers  who  taught  reading.. to  the 
subjects.  Participating  also  in  the  pilot- testing  were  additional. 
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personnel  and  another  echool  system.  Considerable  cooperation  was 
required.  It  follows  that  administrators  and  teachers  who  would 
participate  in  such  an  endeavor  would  be,  in  Quay's  (1963)  words, 

"the  most  progressive  ...  those  who  wish  to  improve  their  program," 

That  is,  it  is  reasonable  to  expect  that,  other  factors  being  equal. 

Such  people  probably  provide  relatively  better  educational  programs 
for  pupils.  The  results  of  the  present  study  are  limited  to  school 
systems  which  are  similar  in  terms  of  the  characteristics  of  school 
personnel. 

Generalizations  must  be  limited  to  the  Scott,  Foresman  New  Basic 
Readers  program,  to  similar  reading  instructional  programs,  or  to 
similar  parts  of  other  reading  instructional  programs.  Different 
relationships  might  result  with  reading  Instructional  programs  which 
differ  in  the  particular  reading  skills  taught,  the  extent  to  which 
the  skills  are  taught,  the  order  in  which  the  skills  are  tau^t,  the 
rate  at  which  skills  are  tau^t,  and  the  methods  and  materials  used 
in  teaching. 

A related  limitation  is  associated  with  the  resources  available 
to  teachers  for  their  reading  instructional  program.  The  teachers 
in  the  present  project  were  furnished  the  materials  used  in  the  Scott, 
Foresman  New  Basic  Readers  program  at  the  reading  instructional  levels 
they  taught.  Similarly,  they  were  given  in-service  work  in  reading 
instruction  by  one  of  the  Investigators,  who  ’la  a specialist  in  read- 
ing instruction,  as  well  as  by  outside  consultants.  One  of  the 

consultants  was  the  regional  consultant  for  Scott,  Foresman  and  Company; 
the  other  outside  consultant  was  the  senior  author  for  the  Scott, 
Foresman  New  Basic  Readers  series.  Results  of  the  investigation, 
therefore,  are  limited  to  teaching  situations  in  which  a number  of 
resources  are  available  to  the  teachers. 

Generalizations  are  limited  to  the  categories  of  reading  skills, 
the  specific  reading  skills,  and  the  face ta  of  the  reading  skills 
sampled.  Six  categories  of  reading  skills  were  examined.  Only  a 
limited  number  of  skills  in  a given  category  was  assessed.  Also,  only 
certain  facets  of  the  skills  were  examined.  Further  study  is  needed 
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£or  other  categories  o£  skills  and  other  skills  in  each  category  as 
well  as  other  facets  of  the  skills  which  were  assessed  in  the  present 
project# 

Generalisations  are  limited  to  the  categories  of  Intellectual 
processes,  the  specific  Intellectual  processes,  and  the  facets  of 
intellectual  processes  examined.  Four  categories  of  cognitive  behavior 
were  sampled  with  four  intellectual  processes.  Other  categories  of 
cognitive  behavior,  and  within  these  categories,  other  specific 
intellectual  processes,  probably  are  related  to  reading  achievement. 
Sets  of  additional  intellectual  processes  need  to  be  examined.  Related 
to  this,  the  addition  of  Intellectual  processes  to  the  set  examined 
in  the  present  project  or  the  use  of  different  procedures  for 
measuring  the  intellectual  processes  studied  could  affect  the  absolute 
extent  to  which  particular  variables  contributed  to  explaining  the 
variance  in  any  one  reading  skill.  Possibly,  such  additions  and 
differences  could  affect  the  relative  extent  to  which  the  variables 
contributed.  That  is,  further  study  is  needed  with  intellectual 
processes  which  might  inter correlate  differently  with  the  intellectual 
processes  in  a set  as  well  as  with  the  reading  skills. 

Generalizations  are  restricted  to  the  reading  skills  and 
Intellectual  processes  as  they  were  measured  with  the  types  of 
Instruments  used.  For  example,  with  the  exception  of  identifying 
words  at  sight  and  the  independent  measure  of  general  reading 
achievement  used  in  selection  of  subjects,  the  reading  skills  and 
processes  were  assessed  with  pencil  and  paper  tests.  If  other  test 
models  and  procedures  had  been  used,  varying  relationships  might  have 
been  observed. 

Generalizations  about  sequences  are  restricted  to  order  relation- 
ships among  the  sets  of  skills  considered  in  the  several  categories. 
Consideration  of  more  homogeneous  sets  of  skills  in  the  categories 
could  yield  different  Indices  of  goodness  of  fit.  Similarly,  addition 
of  other  skills  or  variations  in  the  facets  of  the  skills  measured 
could  affect  the  place  of  a particular  skill  in  a given  hierarchy  as 
well  as  the  indices  of  goodness  of  fit.  A related  restriction  is  that 


the  skills  were  ordered  according  to  one  criterion,  cocople^city* 

Complexity  was  defined  in  terms  of  degree  of  inclusiveness*  Different 
relationships  might  have  been  observed  if  another  criterion  or  if 
combinations  of  criteria  had  been  used  in  ordering  the  skills  or  if 

complexity  had  been  defined  differently* 

Generalizations  pertinent  to  rate  of  acquisition  are  restricted 
to  relationships  which  may  be  observed  \dien  behavior  is  sampled  only 
two  times*  Rate  of  acquisition  mi^t  have  been  described  more  pre- 
cisely if  more  measurements  could  have  been  obtained.  However,  two 
probleas  existed*  One  problem  was  relevant  to  the  factor  labeled  as 
testing  fey  Campbell  and  Stanley  (1963).  That  is,  more  frequent 
administration  of  the  tests  could  have  led  to  biases  related  to 
memory,  practice  effect,  and  so  on.  Another  problem  related  to 
logistics^  More  frequent  testing  would  have  put  an  undue  burden  on 
the  teachers  and  would  have  required  an  excessive  amount  of  time  to  be 
taken  from  teaching  reading  to  the  pupils.  The  logistical  problem 
could  have  been  minimized  if  a smaller  number  of  basal  reading  skills 
had  been  assessed.  However,  since  the  confounding  effects  of  testing 
still  would  have  operated,  or  would  have  been  increased  with  fewer 
tests,  there  was  no  reason  to  restrict  the  range  of  skills  examined. 

Generalizations  about  rates  of  acquisition  also  must  be  limited 
to  about  a 7-month  time- interval.  By  choice,  the  investigators  would 
have  studied  relative  rates  of  acquisition  over  a longer  period  of  time* 
However,  the  time-period  had  to  be  limited  to  seven  months  to  preclude 
at  least  two  possible  sources  of  bias*  One  possible  source  was  the 
subject- selection  X maturation  interaction  discussed  previously* 

Another  possible  source  of  bias  which  had  to  be  considered  was  a 
problem  which  Campbell  and  Stanley  (1963)  labeled  as  history*  This 
problem  could  have  operated  in  this  way.  Extending  the  time-period 
would  have  involved  test  administration  after  summer  vacation.  During 
this  interval  out  of  the  regular  school  program,  two  factors  could  have 
operated*  First,  forgetting,  and  possibly  differential  forgetting, 
ml^t  have  occurred.  Second,  pupils  could  have  had  varying  kinds  of 
experiences  during  the  summer  which  might  have  affected  their  reading 
skills  differentially. 
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Conclusions 


The  purpose  of  the  present  Investigation  was  to  study  achievement 
in  basal  reading  skills  by  mentally  handicapped,  intellectually  normal, 
and  Intellectually  superior  pupils  tau^t  in  a basal  reading  program  at 
reading  instructional  levels  2,  3,  4,  and  5.  Following  from  this 
purpose  were  five  research  objectives  which  subsumed  more  specific 
research  questions.  The  project  activities  consisted  of  collecting 
and  processing  data  pertinent  to  these  questions  as  they  applied  to 
six  categories  of  basal  reading  skills  encompassing  50  skills.  Broad 
generalizations  germane  to  the  research  questions  are  listed  below. 

More  specific  relationships  are  listed  in  Chapters  3,  4,  5,  6,  7,  and 
9.  These  more  specific  relationships  are  recapitulated  in  outline 
form  in  Figures  20  and  21.  (These  figures  are  .placed  in  the  text  after 
the  list  of  generalizations.) 

1.  Sequences  Among  Basal  Reading  Skills 

The  first  research  objective  was  to  identify  sequences 
basal  reading  skills  in  five  categories:,  phonetic  analysis, 
structural  analysis,  dictionary,  word  functions,  and  conpre- 
hension. 

a.  Expected  Sequences  Among  Basal  Reading  Skills.  — In 
each  category  except  word  functions,  a majority  of  the 
skills  can  be  ordered  along  a dimension  of  complexity 
when  complexity  is  defined  as  degree  of  inclusiveness. 

b.  Goodness  of  Fit  of  the  Simplex  Model.  — The  simplex 
model  fits  fairly  well  sets  of  data  describing  a 
majority  of  skills  in  each  category  (except  word 
functions)  when  these  skills  are  ordered  on  the  basis 
of  the  criterion,  level  of  complexity. 

Figures  20  and  21  portray  more  specific  relationships  pertinent 
to  sequences  among  basal  reading  skills. 

2.  Intellectual  Processes  Related  to  Basal  Reading  Skills 

The  second  research  objective  was  to  examine  intellectual 
processes  related  to  achievement  in  selected  basal  reading 
skills. 


a.  Identification  of  Processes  § "*•  Associative  raeroory> 
conceptualisation,  verbal  naeaning,  and  reasoning  are 
related  to  achievement  in  the  respective  basal  reading 
skills.  Associative  memory  is  related  to  achievement 
in  about  33%  of  the  skills;  the  remaining  iJ'^ellectual 
processes  are  related  to  achievement  in  over  80%  or 
the  skills. 

Extent  of  Relationships.  In  combination,  the  four 
intellectual  processes  contribute  to  explaining  from 
1 1/2%  to  48%  of  the  variance  in  the  respective  basal 
reading  skills.  The  contributions  of  single  intellec- 
tual processes  range  from  no  contribution  to  about  lo/. 
for  the  respective  basal  reading  skills. 

Relative  Contribution.  — Associative  memory  contributes 
least  to  explaining  variance  in  the  several  reading 
skills.  The  relative  contributions  of  conceptualization, 
verbal  meaning,  and  reasoning  vary  among  the  basal  read- 
ing skills. 

Pifferences  Among  Skills . — The  intellectual  processes 
related  to  achieven^nt  differ  among  basal  reading 
skills;  these  differences  are  in  the  frequency  with 
which  the  intellectual  processes  contribute  to  explaining 
variance  in  reading  skills  as  well  as  in  the  extent  to 
which  the  intellectual  processes  contribute. 

Figures  20  and  21  portray  more  specific  relationships 
pertinent  to  intellectual  processes  related  to  basal  reading 
skills; 

Trends  in  Achievement  of  Basal  Reading  Skills  Over  Reading 
Instructional  Levels 

The  third  research  objective  was  to  describe  trends  in 
achievement  of  basal  reading  skills  over  reading  instructional 
levels  2,  3,  4,  and  5.  The  retarded,  normal,  and  superior 
groups  were  considered  separately. 

a.  Presence  of  a Trend*  — Within  each  group,  for  a majority 
of  basal  reading  skills,  there  is  a significant  trend 

in  the  means  at  reading  instructional  levels  2,  3,  4, 
and  5. 

b.  Nature  of  the  Trend . — Within  each  group,  the  trends  are 
linear  for  a majority  of  basal  reading  skills  although 
quadratic  and  cubic  trends  do  occur. 

Figures  20  and  21  portray  more  specific  relationships  pertinent 
to  trends  in  achievement  of  basal  reading  skills  over  reading 
instructional  levels. 
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4.  Intellectually  Retarded  and  Normal  Groups'  Achievement  in  the 
Basal  Reading  Skills 

The  fourth  research  objective  was  to  compare  retarded  and 
normal  groups*  achievement  in  the  basal  reading  skills.  The 
research  questions  pertained  to  retarded  and  normal  groups  who 
are  equated  on  MA  and  general  reading  achievement  levels  and 
who  are  taught  at  the  same  reading  instructional  levels. 

a.  Level  of  Acquisition  In  Basal  Reading  Skills.  — The 
retarded  and  normal  groups  show  both  similarities  and 
differences  in  levels  of  acquisition  in  the  basal  reading 
skills  at  the  beginning  of  the  7-month  instructional 
period.  Ihe  frequencies  of  the  similarities  and  differ- 
ences vary  with  the  nature  of  the  basal  reading  skills 
and  the  reading  instructional  levels  primary  and  inter- 
mediate. 

Rate  of  Acquisition  in  the  Basal  Reading  Skills.  — In  the 
majority  of  skills,  the  retarded  and  normal  groups  do  not 
differ  in  rate  of  acquisition  during  the  7-month  instruc- 
tional period.  The  differences  in  rate  of  acquisition 
which  do  occur  vary,  to  some  extent,  with  the  nature  of 
the  basal  reading  skills  and  the  reading  instructional 
level,  primary  and  intermediate. 

Figure  20  portrays  more  specific  relationships  apparent  in 
intellectually  retarded  and  normal  groups'  achievement  in  the 
basal  reading  skills. 

5.  Intellectually  Normal  and  Superior  Groups'  Achievement  in  the 
Basal  Reading  Skills 

The  fifth  research  objective  was  to  con^are  normal  and 
superior  groups'  achievement  in  the  basal  reading  skills.  The 
research  questions  pertained  to  normal  and  superior  groups 
who  are  equated  on  CA  level  and  who  are  taught  at  the  same 
reading  instructional  levels. 

of  Acquisition  in  the  Basal  Reading  Skills . — The 
normal  and  superior  groups  show  both  similarities  and 
differences  in  levels  of  acquisition  in  the  basal  reading 
skills  at  the  beginning  of  the  7-month  instructional 
period.  The  frequencies  of  the  similarities  and  differ- 
ences vary  with  the  reading  instructional  level,  primary 
and  intermediate. 

of  Acquisition  in  the  Basal  Reading  Skills . — In  the 
majority  of  skills,  the  normal  and  superior  groups  do  not 
differ  in  rate  of  acquisition  during  the  7-month  instruc- 
tional period.  The  differences  in  rate  of  acquisition 


nhlch  do  occur  do  not  appear  to  be  related  especially 
to  the  nature  of  the  reading  skill  or  the  reading 
ins  true  t iona 1 le vet • 


Figure  21  portrays  pore  specific  relationships  apparent 
intellectually  normal  and  superior  groups'  achievement  in  tne 
basal  reading  skills. 


As  stated  previously.  Figures  20  and  21  contain,  in  outline  form, 
a recapitulation  of  relationships  germane  to  the  research  questions 
subsumed  by  the  five  research  objectives,  the  figures  are  organized 
so  the  relationships  pertinent  to  the  several  objectives  are  in 
parallel  columns.  For  mechanical  reasons,  relationships  for  all 
objectives  could  not  be  listed  in  the  same  figure.  Figure  20  contains 
the  relationships  for  objective  1 (sequences),  objective  2 (processes), 
the  relationships  for  objective  3 (trends  over  instructional  levels) 
germane  to  the  retarded  and  normal  groups,  and  objective  4 (intel- 
lectually retarded  and  normal  groups’  achievement)*  Figure  21  portrays 
relationships  for  objectives  1 and  2 again  in  conjunction  with  the 
relationships  for  objective  3 pertaining  to  the  normal  and  superior 
groups,  and  objective  5 (intellectually  normal  and  superior  groups’ 
achievement).  Inspection  of  appropriate  columns  in  Figures  20  and  21 
reveals  relationships  for  a given  objective.  Comparisons  of  data 
between  columns  within  the  figures  or  between  the  figures  reveal 
interrelationships  among  data  pertinent  to  the  several  objectives. 

Several  mechanical  notes  are  presented  here  because  there  is  not 
sufficient  space  in  the  figures  for  footnotes.  These  mechanical  notes 
refer  to  abbreviations  and  omissions.  Definitions  of  terms  and  reasons 
for  omissions  are  presented  in  previous  chapters  where  appropriate. 

1,  Several  abbreviations  are  used  in  the  figures.  The  labels 
for  the  intellectual  processes  are  abbreviated  to  AM 
(associative  memory),  C (conceptualization),  VM  (verbal 
meaning),  R (reasoning);  m indicates  that  a given 
intellectual  process  did  not  contribute  significantly  to 
explaining  variation  in  a particular  reading  skill.  R.I.L* 
symbolizes  reading  instructional  level.  The  labels  for  the 
groups  are  abbreviatdd  to  R (retarded),  N (normal),  and  S 
(superior).  The  labels  for  the  trends  are  abbreviated  to 
L (linear),  Q (quadratic),  and  C (cubic);  NS  symbolizes  that, 
for  a given  reading  skill,  no  significant  trend  was  present 
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In  the  means  at  the  several  reading  instructional  levels. 

2.  In  the  listing  of  information  germane  to  objectives  4 and 
5,  the  three  possible  relationships  are  used  as  column 
headings.  Then,  an  (X)  is  used  to  indicate  which  of  the 
three  relationships  is  present  for  a particular  reading 
skill. 

3.  Some  cells  In  the  figures  contain  asterisks  Indicating 
omissions.  Specifically,  the  omissions  were  the  following. 

a.  Identifying  words  at  sight  was  not  included  in  the 
analyses  of  sequences  and  processes. 

b.  Selecting  definitions  of  single  entry  words  and  selecting 
definitions  of  multiple  entry  words  were  not  included  in 
analyses  at  the  primary  reading  instructional  level# 

c.  In  the  arrangements  of  skills  within  categories  in 

hierarchical  sequences,  the  following  skills  were 
excluded  from  the  respective  categories:  structural 

analysis  skills  — translating  contractions;  dictionary 
skills  — Interpreting  single  pronunciation  symbols 
and  interpreting  multiple  pronunciation  symbols; 
comprehension  skills  — interpreting  similes,  inter- 
preting idioms,  interpreting  hyperboles,  interpreting 
personification,  interpreting  metaphors,  predicting 
outcomes  and  actions,  discriminating  between  fact 

and  fiction,  and  discriminating  between  fact  and 
opinion. 

d.  Analyses  of  rate  of  acquisition  were  not  pertinent  for 
identifying  words  at  sight,  interpreting  similes,  inter- 
preting idioms,  interpreting  hyperboles,  interpreting 
personification.  Interpreting  metaphors,  predicting 
outcomes  and  actions,  discriminating  between  fact  and 
fiction,  and  discriminating  between  fact  and  opinion. 

e.  Because  subjects  did  not  show  a significant  increment 
over  the  7-month  Instructional  period  or  because  subjects 
approached  the  task  ceilings,  the  groups'  rates  of 
acquisition  were  not  comparable  in  the  following  cases: 
normal  and  retarded  groups  at  the  Intermediate  level  — 
identifying  alphabetical  sequences  based  on  first  letter, 
interpreting  multiple  pronunciation  symbols,  specifying 
functions  of  verbs,  specifying  functions  of  adverbs,  and 
identifying  cause-effect  relationships  directly  stated  in 
sentences;  normal  and  superior  groups  at  the  primary 
level  — associating  vowel  letters  and  sounds  and  iden- 
tifying alphabetical  sequences  based  on  first  letter; 
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normal  and  superior  groups  at  the  intermediate  level  — 
associating  vowel  letters  and  sounds,  identifying  alpha- 
betical sequences  based  on  first  letter,  and  identifying 
cause-effect  relationships  directly  stated  in  sentences. 


DISCUSSION.  UMITATIONS . AND  CONCLUSIONS  t Relationships. 


Figure  20 


Relationships:  Objectives  One,  Two,  Three, 

and  Four  --  Comparisons  Involving  the 
Retarded  and  Normal  Groups 


Note;  Explanations  for  abbreviations  and  omissions  (*)  are  in  the  text# 


Category 
of  basal 
reading 
skills 

Objective  1 

Skills  arranged  by 
expected  sequence 
within  dategories 

Objective  2 

Intellectual  processes 
% contribution 

AM  C VM 

R 

Identify- 
ing words 
at  sight 

18.1  Identifying  words  at 
sight 

* 

* 

* 

* 

10.1  Associating  vowel 
letters  and  sounds 

NS 

NS 

NS 

2.68 

10.2  Associating  consonant 
letters  and  sounds 

NS 

1.55 

NS 

NS 

10.3  Associating  consonant 
digraphs  and  sounds 

NS 

5.59 

1.97 

2.38 

Phonetic 

analysis 

skills 
» .8653 

10.8  Associating  consonant 
blends  and  sounds 

13.1  Identifying  syllables 

NS 

4.23 

NS 

NS 

in  orally  and  visually 
presented  short  words 

12.1  Identifying  Syllables 

NS 

10.10 

NS 

9.31 

in  visually  presented 
short  words 

13.2  Identifying  syllables 

NS 

6.70 

5.33 

9.70 

in  orally  and  visually 
presented  long  words 

12.2  Identifying  syllables 

NS 

11.93 

3.43 

13.99 

in  visually  presented 
long  words 

NS 

7.58 

4.95 

17.64 

11.3  Using  spelling  patterns 

NS 

13.76 

5.39 

14.74 

Structural 

3.1  Identifying  components 
of  compounds 

1.93 

7.01 

10.27 

5.13 

analysis 

skills 

4.1  Identifying  roots, 
endings,  and  suffixes 

4.52 

7.52 

15.17 

14.76 

OXSqysaiOH>I.IMXTATIOnS>  AlilD  coi^cmsiens?  Stelatipnsht^ 
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Figure  20  (Continued) 


Note;  Explanations  for  abbreviations  ^«d^j^^fllons  (*)  are  In  the  text* 

Objective  .2 


Category 
o£  basal 


Objective  1 


reading 

expected  sequence 

% contribution 

skills 

within  categories 

AM 

C 

VM 

R 

4.2  Identifying* roots  and 
prefixes 

3.31 

. » 

13.64 

15.07 

14.61 

Structural 

analysis 

skills 

4*4  Identifying  roots  and 
multiple  affixes 

2.88 

10.13 

8.03 

7.65 

(Continued) 

4.3  Locating  roots  by 

2.26 

20.75 

8.79 

16.43 

9 

using  root-change  rules 

vT  *S943 

1.1  Changing  roots  by 
using  root-change  rules 

2.53 

17.44 

6.88 

10.12 

* 

2.1  Translating  contractions 

NS 

17.10 

14.41 

5.1  Identifying  alphabetical 
sequences  based  on  first 
letter 

2.27 

9.68 

NS 

12.17 

5.2  Identifying  alphabetical 
sequences  based  on  third 

3.45 

12.15 

NS 

18.73 

letter 

5.3  Identifying  alphabetical 
sequences  based  on  first, 
second,  or  third  letter 

2.04 

13.50 

5.33 

8.90 

Dictionary 

skills 

6.3  Using  dictionary  guide 
words 

NS 

9.59 

6.99 

5.72 

0*  = .8722 

7.1  Finding  definitions  of 

1.83 

5.71 

7.34 

5.17 

single  entry  words 

7.2  Finding  definitions  of 
multiple  entry  words 

3.22 

10.09 

13.02 

9.96 

8.1  Selecting  definitions 
of  single  entry  words 

NS 

3.59 

NS 

7.86 

8.2  Selecting  definitions 
of  multiple  entry  words 

NS 

4.66 

5.74 

12.51 

9.1  Interpreting  single 

NS 

10.24 

8.91 

13.13 

* 

pronunciation  symbols 

9.2  Interpreting  multiple 
pronunciation  symbols 

NS 

NS 

5.88 

NS 

Intellectual  processes 
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Figure  20  (Continued) 


Note!  Explanations  for  abbreviafelonfl  and  ^tnlsaions  are  in  the  text^ 


Objective  3 

Trends  over 

R.I.L. 

R N 

Object] 

Level  of  A< 

Priioary 
N«R  1 N>R  1 N<R 

Lve  4 Retard< 

:quisition 

Intermediate 
N»R  1 N>R|  N<R 

id  and  Normal  Gi 
Rate  of  Acc 

Primary 
N=R  1 N>R  1 N<R 

roups 

luisition 

Intermediate 
N«R 1 N>R  1 N<» 

Li  \i 

K 

X 

X 

X 

L h 

X 

X 

X 

X 

L L 

X 

X 

X'  • 

X 

h L 

X 

X 

X 

X 

I*  Q 
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X 

X 

X 

X 

L L 

X 

X 

X 

* * * 

L L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L Q 

X 

X 

X 

X 

L Q 

X 

X 

X 

X 

L Q 

X 

X 

X 

X 

N$  L 

a * 4r 

X 

It  a * 

X 

NS.  L 

* ik  * 

X 

•k  it  * 

X 

NS  L 

X 

X 

X 

X 

NS.  Q 

X 

X 

X 

* * * 
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Figure  20  (Continued) 


lotei  Explanations  fox  abbreviations  and  omissions  (*)  are  ln_the_t@Et 

s8»OM6naiKKiittaacaBtMtfNaMsaKMK3EeaaaaiSBM^afiaM 


Category 

Objective  1 

Objective  2 

o£  basal 

Skills  arranged  by 

Intellectual  processes 

reading 

expected  sequence 

% contribution 

skills 

\7ithin  categories 

AH 

C 

VM 

R 

14.1  Recognising  functions 
of  nouns 

NS 

7.58 

11.79 

X2 1 X2 

14.2  Recognizing  functions 
of  verbs 

2.07 

9.90 

13.77 

1A.99 

14.3  Recognizing  functions 
of  adjectives 

NS 

10.16 

8.89 

11.21 

Word 

functions 

14*4  Recognizing  functions 
of  adverbs 

3e.07 

7.96 

8.41 

12.37 

skills 

15.1  Specifying  functions 
of  nouns 

NS 

NS 

10.38 

16.91 

No  q 

15 «2  Specifying  functions 
of  verbs 

NS 

6.94 

8.39 

14.40 

15.3  Specifying  functions 
of  adjectives 

NS 

6.10 

9.80 

12.96 

15.4  Specifying  functions 
of  adverbs 

NS 

NS 

5.01 

7.87 

16.1  Identifying  cause-effect 
relationships  directly  stated 
in  sentences 

NS 

8.75 

8.18 

7.09 

Compre- 

17.5 Identifying  details  in 
stories 

2.62 

11.36 

13.76 

16.84 

hension 

skills 

17.3  Identifying  main  ideas 
directly  stated  in 

NS 

9.66 

10.81 

15.06 

■«  .9689 

paragraphs 

17  «l  Identifying  main  ideas 
directly  stated  in  stories 

2.17 

10.98 

11.43 

13.05 

16.2  Identifying  cause-effect 

Compre** 

hension 

relationships  Implied  in 
sentences 

NS 

10.81 

15.06 

7.77 

skills 

17.4  Identifying  main  ideas 
Implied  in  paragraphs 

. NS 

8.27 

15.10 

14.89 

q ■ .9180 

17.2  Identifying  main  ideas 
implied  in  stories 

1.91 

7.71 

10.63 

14.43 
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Figure  20  (Continued) 


Categojry 

Objective  1 

Objective  2 

o£  basal 

Skills  arranged  by 

Intellectual  processes 

t • 

reading 

expected  sequence 

% contribution 

skills 

within  categories 

AM 

C 

VM 

E 

19*1  Interpreting  similes 

NS 

NS 

11.18 

8*45 

Compre- 

19*2 Interpreting  idioms 

NS 

9*08 

16.64 

11*63 

hension 

19 «3  Interpreting  hyperboles 

NS 

4.13 

5.93 

11*82 

skills 
No  q* 

19*4  Interpreting 
personification 

NS 

4.00 

12.46 

8.16 

19*5  Interpreting  metaphors 

NS 

6.23 

15.66 

12.92 

Compre- 

hension 

20«l  Predicting  outcomes 
and  actions 

2*59 

3*23 

14.62 

10.25 

skills 

o 

20*2  Discriminating  between 
fact  and  fiction 

2*68 

5*10 

13.67 

9.75 

Ho  ^ 

20.3  Discriminating  between 
fact  and  opinion 

NS 

4*99 

11.75 

12.50 
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Figure  20  (Continued) 


Objective  3 
Trends  over 

R N 


L ITS 
L C 

NS  ITS 

Xi  G 

L L 


C L 

C L 

L NS 

'rar.vMigff"'aE 


for  abbreviations  and  omissions 


Objective  4 — * Retarded  and  Normal  Groups 


Level  of  Acquisition 
Primary  Intermediate 


% 


K 

X 

X 

X 

X 


X 


X 

X 

X 

X 


X 


X 


X 


X 


Rate  of  Acquisition 


* 

•k 

* 


* 


* 


it 

* 

* 

* 

* 


* 

it 

it 

it 

it 


it 


* 


Intermediate 


* 

it 

it 

it 


it 


it 

it 

it 

it 


it  it 


it  * 


* 


it 

it 

it 


it 


it  it 
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Figure  21 


Relationships;  Objectives  One,  Two,  Three, 
and  Five  — Comparisons  Involving  the 
Superior  and  Normal  Groups 


r 

Note;  Explanations  for  abbreviations  and  omissions  are  in  the  text. 


Category 

Objective  1 

Objective  2 

of  basal 

Skills  arranged  by 

Intellectual  processes 

reading 

expected  sequence 

% contribution 

skills 

within  categories 

AM 

C 

VM 

R 

Identify- 
ing words 
at  sight 

18.1  Identifying  words  at 
sight 

•k 

* 

* 

k 

10.1  Associating  vowel 
letters  and  sounds 

NS 

NS 

NS 

2.68 

10.2  Associating  consonant 
letters  and  sounds 

NS 

1.55 

NS 

NS 

10.3  Associating  consonant 
digraphs  and  sounds 

NS 

5.59 

1.97 

2.38 

Phonetic 

10.8  Associating  consonant 
blends  and  sounds 

NS 

4.23 

NS 

NS 

analysis 

13.1  Identifying  syllables 

skills 

in  orally  and  visually 

NS 

10.10 

NS 

9.31 

2 

presented  short  words 

- .8653 

12.1  Identifying  syllables 
in  visually  presented 
short  words 

NS 

6.70 

5.33 

9.70 

13.2  Identifying  syllables 
in  orally  and  visually 
presented  long  words 

NS 

11.93 

3.43 

13.99 

12.2  Identifying  syllables 
in  visually  presented 
long  words 

NS 

7.58 

4.95 

17.64 

11.3  Using  spelling  patterns 

NS 

13.76 

5.39 

14.74 

Structural 

3.1  Identifying  components 
of  conq>ounds 

1.93 

7.01 

10.27 

5.13 

analysis 

skills 

4.1  Identifying  roots, 
endings,  and  suffixes 

4.52 

7.52 

15.17 

14.76 
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Figure  21  (Continued) 


Objective  3 

Trends  over 

R.l.L. 


bte;_  Explanations  for  abbreviations^ and  ^omissions  are  In  the  text. 

Objective  5 — Superior  , and  Norjaal,  Groups 

» 

Level  o£  Acquisition  Rate  o£  Acquisition 


Primary 


Intermediate 


S N 

N-S  1 N>S  1 N<S 

N*S  1 «>S  1 IKS 

N-S  1 N>S  1 N<S 

N-S  1 N>S  1 N<S 

L Q 

X 

X 

* * * 

it  it  it 

NS  L 

X 

X 

* * * 

it  it  it 

NS  C 

X 

X 

X 

X 

C C 

X 

X 

X 

X 

L C 

X 

X 

X 

X 

L L 

X 

X 

X 

* * * 

L L 

X 

X 

X 

\ 

X 

Q Q 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L C 

X 

X 

X 

X 

L Q 

X 

X 

X ' 

it  * it 

C L 

X 

X 

* 

X 

Primary 


X'ntermediate 
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Figure  21  (Continued) 


AWlrtW*  (Bal 

Category 

Objective  1 

VUIJLDOJLLI 

Objective  2 

o£  basal 

Skills  arranged  by 

Intellectual  processes 

reading 

expected  sequence 

% contribution 

skills 

within  categories 

M 

C 

VM 

R 

Structural 

4*2  Identifying  roots  and 
prefixes 

3.31 

X3.64 

15.07 

14.61 

analysis 

skills 

4*4  Identifying  roots  and 
multiple  affixes 

2.88 

10.13 

8.03 

7.65 

(Continued) 
- .8943 

4*3  Locating  roots  by 
using  root~change  rules 

2.26 

20.75 

8.79 

16.43 

1»1  Changing  rooits  by 
using  root-chango.  rules 

2.53 

17.44 

6.88 

10.12 

* 

2.1  Translating  contractions 

HS 

17.10 

NS 

14*41 

5#1  Identifying  alphabetical 
sequences  based  on  first 
letter 

2.27 

9.68 

NS 

12.17 

5.2  Identifying  alphabetical 
sequences  based  on  third 
letter 

3.45 

12.15 

NS 

18.73 

5.3  Identifying  alphabetical 

sequences  based  on  first, 
second,  or  third  letter 

2.04 

13.50 

5.33 

8.90 

Dictionary 

6.3  Using  dictionary  guide 
words 

NS 

9.59 

6.99 

5.72 

skills 

q^  » .8722 

7.1  Finding  definitions  of 
single  entry  words 

1.83 

5.71 

7.34 

5.17 

7«2  Finding  definitions  of 
multiple  entry  words 

3.22 

10.09 

13.02 

9.96 

8«1  Selecting  definitions 
of  single  entry  words 

NS 

3.59 

NS 

7.86 

8«2  Selecting  definitions 
of  multiple  entry  words 

NS 

4.66 

5.74 

12.51 

* 

9*1  Interpreting  single 
pronunciation  symbols 

NS 

10.24 

8.91 

13.13 

9.2  Interpreting  multiple 

NS 

NS 

5.88 

NS 

pronunciation  symbols 
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Figure  21  (Continued) 


Objective  3 

^ ViU«l*0DA'  W&*0  7 ^ Cfci*  ^ 

Objective  5 — Superior  and  Normai  Croups 

Trends  over 

Level  of  Acquisition 

Rate  of  Acquisition 

R.I.L. 

Frimary 

Intermediate 

Primary 

Intermediate 

S N 

N»S|  ^ |N<3 

N-S  1 J!3>S  1 N<S 

N-S  1 N>S  |N<S 

N«S  1 N>S  1 N<S 

L Q 
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X 

X 

X 

O' 
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X 
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X 

; L C 
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X 
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L C 
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X 

Q Q 

X 

X 

5c 
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L L 

X 
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* * * 

L L 
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X 

X 
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. i 

t Q 
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Q L 
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Q Q 
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Q 1 
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L L 
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* * * 
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L L 
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Q . L , 
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Figure  21  (Continued) 


Note!  Explanations  for  abbreviations  and  omissions  (*>  are  In  the  text^ 


Category 

Objective  1 

Objective  2 

o£  basal 

Skills  arranged  by 

Intellectual  processes 

reading 

expected  sequence 

7.  contribution 

skills 

within  categories 

AM 

C 

VM 

R 

14*1  Recognizing  functions 
of  nouns 

NS 

7.58 

11.79 

12.12 

14*2  Recognizing  functions 
of  verbs 

2.07 

9.90 

13.77 

14.99 

14.3  Recognizing  functions 
o£  adjectives 

NS 

10.16 

8.89 

11.21 

Word 

functions 

14*4  Recognizing  functions 
of  adverbs 

3.07 

7.96 

8.41 

12.37 

skills 

2 

15 «1  Specifying  functions 
of  nouns 

NS 

NS 

10.38 

16.91 

No  q 

15*^2  Specifying  functions 
of  verbs 

NS 

6.94 

8.39 

14.40 

, 

15 *3  Specifying  functions 
of  adjectives 

NS 

6.10 

9.80 

12.96 

15 «4  Specifying  functions 
of  adverbs 

NS 

NS 

5.01 

7.87 

16.1  Identifying  cause-effect 
relationships  directly  stated 
In  sentences 

NS 

8.75 

8.18 

7.09 

Compre- 

17.5 Identifying  details  In 
stories 

2.62 

11.36 

13.76 

16.84* 

hension 

17.3  Identifying  main  Ideas 

skills 

directly  stated  In 

NS 

9.66 

10.81 

15.06 

« *9685! 

paragraphs 

17.1  Identifying  main  Ideas 

.It 

2.17 

10.98 

11.43 

13.05 

directly  stated  In  stories 

■ 

16.2  Identifying  cause-effect 

Compre- 

hension 

relationships  Implied  In 
sentences 

NS 

10.81 

15.06 

7.77 

skills 
q*  - .9180 

17.4  Identifying  main  Ideas 
Implied  In  paragraphs 

NS 

8.27 

15.10 

14.89 

17.2  Identifying  main  Ideas 
Implied  In  stories 

1.91 

7.71 

10.63 

14.43 
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Objectives 

Trends  over 

R.I.L. 

S N 

Object 

Level  o£  A< 

Primary 
N=S  1 N>S  1 N<S 

ive  5 — Superi 

cquisltion 

Intermediate 
N=S  1 N>S  1 N<S 

.or  and  Normal  6: 

Rate  o£  Aci 

Primary 
N=S  1 N>S  1 N<S 

roups 

quisition 

Intermediate 
N*S  j N>S  1 N<S 

O' 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

Q Q ‘ 

X 

X 

X 

X 

Q L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

NS  L 

X 

X 

X 

X 

C Q 

X 

X 

X 

* * * 

L L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L Q 

X 

X 

X 

X 

L C 

X 

X 

X 

X 

L L 

X 

X 

X 

X 

L L 

X 

X 

X 

X 
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Figure  21  (Continued) 


Kote;  Eacplanationa  for  abbreviations  and  omlaatons  (*)  are  In  the  text. 


Category 
of  basal 
. reading 
skills 

jlujl  MuuE^iidvxaii^xons  ana  < 

1 

Objective  1 

Skills  arranged  by 
expected  sequence 
within  categories 

omissions  c*)  are  in  the  text. 
Objective  2 

Intellectual  processes 
% contribution 

AM  C VM  R 

Compre- 

hension 

skills 

X,  2 

No  q 

19.1  Interpreting  similes 

19.2  Interpreting  idioms 

19.3  Interpreting  hyperboles 

19.4  Interpreting 
personification 

19.5  Interpreting  metaphors 

HS  NS  11.18  8.45 

NS  9.08  16.64  11.63 

NS  4.13  5.93  11.82 

NS  4.00  12.46  8.16 

NS  6.23  15.66  12.92 

Compre- 

hension 

skills 

No 

20*1  Predicting  outcomes 
and  actions 

20.2  Discriminating  between 
fact  and  fiction 

20.3  Discriminating  between 
fact  and  opinion 

2«59  3^23  X^#62  X0«25 
2.68  5.10  13.67  9.75 
NS  4.99  11.75  12.50 

SUMMARY;  Problem 


CHARTER  9 
SUMMARY 
Problem 


Purpose  and  Objectives 

The  purpose  of  this  investigation  was  to  study  achievement  in 
basal  reading  skills  by  mentally  handicapped,  intellectually  normal, 
and  intellectually  superior  pupils  tau^t  in  a basal  reading  program 
at  reading  instructional  levels  2,  3,  4,  and  5.  Following  from  this 
purpose  were  research  objectives  pertaining  to  sequences  among  basal 
reading  skills,  intellectual  processes  related  to  basal  reading*  skills, 
trends  in  achievement  of  basal  reading  skills  over  reading,  inatruc* 
tional  levels,  intellectually  retarded  and  noxtoal  groups*  achievement 
in  basal  reading  skills,  and  intellectually  normal  and  superior  groups* 
achievement  in  basal  reading  skills.  The  detailed  research  objectives 
are  specified  subsequently  in  the  sections  containing  summaries  of 
results  relevant  to  the  respective  objectives. 

Related  Research 

Investigators  who  have  reported  information  related  to  the  present 
project  are  listed  subsequently  by  research  objective.  Sequences  among 
basal  reading  skills  were  considered  by  Aaron  (1961,  1964),  Bond  and 
Wagner  (1966),  Gray  (1960),  McKee  (1966),  and  Russell  (1961). 
Intellectual  processes  related  to  acquisition  of  basal  reading  skills 
were  studied  by  Bond  and  Clymer  (1955),  Holmes  and  Singer  (1966), 
Raymond  (1955),  and  Stake  (1958).  Progress  in  reading  over  a period 
of  time  was  studied  by  Bradway  (1939),  Engle  (1942),  Janes  (1953), 
McElwee  (1931),  Murdoch  (1918),  Nemzek  and  Meixner  (1939),  and  Walsh 
(1938).  Intellectually  retarded  and  normal  groups*  achievement  in  the 
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basal  reading  skills  was  investigated  by  Davidson  (1931) » Dunn  (1954) » 
Jones  (1919-1920),  Klausmeier^  Feldhusen,  and  Check  (1959),  Merrill 
(1924),  and  Shotick  (I960).  Intellectually  normal  and  si^erior  groups' 
achievement  in  the  basal  reading  skills  was  examined  by  Blelsroer 
(1952),  Davidson  (1931),  and  Merrill  (1924).  The  intent  in  the  present 
project  was  to  extend  earlier  studies  of  achievement  of  reading  skills. 

Procedures 


Subjects.  — Subjects  were  947  pupils  in  44  classes  who  were 

t « 

taught  at  reading  instructional  levels  2,  3,  4,  and  5,  respectively, 
and  who  satisfied  certain  other  selection  criteria.  The  total  number  of 
pupils  was  divided  into  two  groups:'  639  subjects  were  in  the  processes- 
sequences  grcmp;  308  subjects  were  in  the  combined  retarded,  normal,  and 
superior  groups  (108  retarded  subjects,  108  normal  subjects,  and  92 
superior  subjects) . 

Basal  Reading  Skills.  — A sasqtle  of  50  basal  reading  skills  was 
selected  for  atudy.  These  skills  were  selected  from  six  categories: 
identifying  words  at  sight,  phonetic  analysis  skills,  stanictural 
analysis  skills,  dictionary  skills,  word  functions  skills,  and  compre- 
hension skills. 

Intellectual  Processes . — Four  Intellectual  processes  were 
selected  from  the  domain  of  possibly  relevant  attributes.  The  four 
intellectual  processes  chosen  for  study  were  associative  memory, 
conceptualization,  verbal  meaning,  and  reasoning. 

Basal  Reading  Program.  — The  Scott,  Foresman  New  '^asic  Readers 
program  was-  used  in  teaching  reading  to  pupils  in*  the  44  participating 
classes.  The  teachers  were  furnished  the  materials  to  teach  the  basal 
reading  program.  The  amount  of  time  which  the  teachers  spent  in 
reading  instruction  was  controlled;  approximately  1 1/2  hours  dally 
for  pupils  at  the  primary  level  and  approximately  1 1/4  hours  daily 
for  pupils  at  the  intermediate  level. 
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Orientation  Program  for  Teachers.  — The  investigators  conducted 
an  orientation  program  for  participating  teachers.  This  program  was 
devoted  to  in-service  work  on  teaching  reading  and  to  briefing  about 
project  procedures  and  related  activities. 

Tests  for  Assessing  the  Basal  Reading  Skl^jS.  ^ 

Processes.  — Twenty  tests  were  developed  for  assessing  the  50  basal 
reading  skills  selected  for  study;  most  of  these  tests  consisted  of 
several  subtests  specific  to  particular  skills.  Pour  previously-used 
tests  of  intellectual  processes  were  selected  and  modified  for  the 
purposes  of  the  present  study. 

Data  Collection  Procedures.  — The  directions  for  all  tests  were 
recorded  on  audio  tape.  In  addition,  test  items  (content  se)  for 
tests  involving  auditory  stimuli  were  taped  (e.£. , test  #10,  Phonics 
Sounds).  The  teachers  used  these  tapes,  and  written  copies  of  test 
directions  and  procedures,  in  administering  the  tests  to  pupils  in 
their  classes.  There  was  one  exception:  project  personnel  administered 

test  #18,  Si^t  Vocabulary  to  subjects  individually. 

The  data  collection  schedule  was  the  following.  In  the  fall 
(October),  pupils  were  administered  tests  #1-#17  which  assessed  41 
basal  reading  skills;  seven  months  later  in  the  spring  (May),  pupils 
were  administered  tests  #1-#17  again.  During  September  and  October, 
pupils  were  administered  test  #18  (Sight  Vocabulary).  In  March,  pupils 
were  administered  test  #19  (Figurative  Language),  test  #20  (Critical 
Reading),  and  the  tests  sampling  the  four  intellectual  processes. 

Data  Analyses.  — The  procedures  used  to  analyze  data  pertinent  to 
each  research  question  are  outlined  below.  The  information  for  each 
research  question  includes  the  subjects,  the  data,  and  the  techniques 

for  the  analyses. 

1.  Sequences  Among  Basal  Reading  Skills. 

a.  Subjects;  processes-sequences  group. 

b.  Data;  task  analyses  and  test  content  descriptions 
indicating  the  nature  of  the  basal  reading  skills  as 
tested;  scores  on  spring  administration  of  tests  #1- 
#17  and  scores  on  test  #19. 
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c,  Analyaas;  rational  analyses  to  establish  oKpected 
sequences  and  Kaiser’s  (1962)  procedures  for  scaling 
a simplex* 

2.  Intellectual  Processes  Related  to  Acquisition  of  Basal 
Reading  Skills# 

a#  Subjects:  processes-sequences  group. 

b.  Data;  scores  on  the  intellectual  processes*  tests^ 
scores  on  the  spring  administration  of  reading  tests 

•#1-#17  and  scores  on  tests  #19  and  #20# 

c.  Analyses;  multiple  and  partial  regression  procedures— 
independent  variables  were  scores  on  the  Intellectual 
processes  tests , dependent  variables  were  scores  on 

the  reading  tests. 

« 

3.  Trends  Over  Reading  Instructional  Levels# 

a.  Subjects;  retarded,  normal,  and  superior  groups. 

b«  Data:  scores  on  fall  administration  of  tests  #1* 

#17  and  scores  on  tests  #18,  #19,  and  #20. 

c#  Analyses:  within  each  Intelligence  level,  single 
factor  analyses  of  variance  and  examination  for 
linear,  quadratic,  and  cubic  trends. 

4.  Retarded,  Normal,  and  Superior  Pupils*  Levels  of  Acjqulsitlon 
on  the  Basal  Reading  Skills  at  the  Beginning  of  the  7-month 
Instructional  Period. 

a.  Subjects:  the  retarded  and  normal  groups;  the  normal 

and  superior  groups. 

b#  Data:  scores  on  fall  administration  of  tests  #lr 

’ #17  and  scores  on  tests  #18,  #19,  and  #20. 

I 

c.  Analyses:  t tests. 

5.  Retarded,  Normal,  and  Superior  Pupils'  Rates  of  Acquisition 
of  Basal  Reading  Skills  During  the  7-month  Instructional 
Period, 

a.  Subjects:  the  retarded  and  normal  groups;  the  normal 

and  superior  groups. 

b.  Data:  scores  on  the  fall  and  spring  administrations 

of  tests  #1-#17. 


o 
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c.  Analyses:  two- factor  analyses  of  variance  — first 

factor  was  intelligence  level,  second  factor  was 
repeated  measures  (fall,  spring)  of  basal  reading 
skills  • 


Sequences  Among  Basal 
Reading  Skills 

The  research  objective  was  to  identify  sequences  among  basal 
reading  skills  in  five  categories:  phonetic  analysis,  structural 

analysis,  dictionary,  word  functions,  and  comprehension.  The  research 
questions  pertained  to  expected  sequences  among  basal  reading  skills 
and  to  the  goodness  of  fit  of  the  simplex  model. 


Expected  Sequences  Among 
Basal  Reading  Skills 


■ The  research  question  was  this:  Among  skills  in  a given  category 

of  basal  reading  skills,  what  sequence  can  be  expected,  a priori,  on 
the  basis  of  the  criterion,  level  of  complexity?  Listed  below  by 
category  of  basal  reading  skills  are  the  expected  hierarchical  sequences 
which  were  determined,  a priori,  on  the  basis  of  the  criterion,  level 
of  complexity,  defined  as  degree  of  inclusiveness. 

Phonetic  Analysis  Skills . — The  expected  sequence  among  the 
phonetic  analysis  skills  was  10.1  associating  vowel  letters  and  sounds^ 
10.2  associating  consonant  letters  and  sounds,  10.3  associating 
consonant  digraphs  and  sounds,  10.8  associating  consonant  blends  and 
sounds,  13.1  identifying  syllables  in  orally  and  visually  presented 
short  words,  12.1  identifying  syllables  in  visually  presented  short 
words,  13.2  identifying  syllables  in  orally  and  visually  presented 
long  words,  12.2  identifying  syllables  in  visually  presented  long 
words,  and  11.3  using  spelling  patterns. 

Structural  Analysis  Skills . — 2.1  Translating  contractions  was 
not  considered  in  the  set  of  structural  analysis  skills  for  the  purpose 
of  identifying  a sequence.  The  expected  sequence  among  the  remaining 
structural  analysis  skills  was  3.1  identifying  components  of  compounds, 
4.1  identifying  roots,  endings,  and  suffixes,  4.2  identifying  roots 
and  prefixes,  4.4  identifying  roots  and  multiple  affixes,  4.3  locating 
roots  by  using  root-change  rules,  and  1.1  changing  roots  by  using  root- 
change  rules. 
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Dictionary  Skills.  — 9.1  Interpreting  single  pronunciation  symbols 
and  9.2  lnterp,):jeting  multiple  pronunciation  symbols  were  not  considered 
in  the  set  of  dictionary  skills  for  the  purpose  of  identifying  a 
sequence.  The  expected  sequence  among  the  remaining  dictionary  skills 
was  5.1  identifying  alphabetical  sequences  based  on  first  letter,  5.2 
identifying  alphabetical  sequences  ha^nd  on  third  letter,  5.3  identi- 
fying alphabetical  sequences  based  on  first,  second,  or  third  letter, 

6.3  using  dictionary  guide  words,  7.1  finding  definitions  of  single 
entry  words,  7.2  finding  definitions  of  multiple  entry  words,  8.1 
selecting  definitions  ..of  single  entry  words,  and  8.2  selecting  definitions 
of  multiple  entry  words. 

Word  Functions  Skills.  — Two  subsets  of  skills  were  involved 
here;  recognlziing  functions  of  words  and  phrases  in  sentences  (14.1  - 
14.4)  and  specifying  the  form  classes  needed  to  function  in  a given 
sentence  context  (15.1  - 15.4)*  There  was  no  reason  for  expecting 
the  four  elements  within  each  subset  to  vary  in  coQq>lexlty.  Therefore, 
the  ordering  of  the  variables  wes  restricted  to  the  subsets  as  a whole. 
Specifying  ftmctions  was  considered  to  be  more  complex  than  recognizing 
functions. 

Comprehension  Skills . — Three  subsets  of  skills  were  involved 
here;  identifying  directly  stated  ideas  and  details,  identifying 
implicitly  stated  ideas,  and  interpreting  figurative  language.  There 
was  no  reason  to  expect  the  skills  in  the  figurative  language  category 
to  differ  in  complexity;  consequently,  skills  in  this  subset  were 
considered  no  further  in  identifying  sequences  based  on  the  complexity 
criterion.  The  expected  sequences  within  the  remaining  two  subsets 
were  the  following. 

1.  Identifying  directly  stated  ideas  and  details:  16.1 

identifying  cause-effect  relationships  directly  stated 
in  sentences,  17.5  identifying  details  in  stories,  17.3 
identifying  main  ideas  directly  stated  in  paragraphs, 
and  17.1  identifying  main  ideas  directly  stated  in 
stories. 

\ t * * 

2,  Identifying  implicitly  stated  ideas:  16.2  identifying 

cause-effect  relationships  implied  in  sentences,  17.4 
identifying  main  ideas  implied  in  paragraphs,  and  17.2 
identifying  main  ideas  implied  in  stories. 


Goodness  of  Fit  of  the  Simplex  Model 


The  research  question  was  the  following:  Does  the  simplex  model 
fit  sets  of  data  describing  skills  in  an  expected  sequence  which  were 
ordered,  ^ priori,  on  the  basis  of  the  criterion,  level  of  complexity? 
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The  simplex  model  fit,  fairly  well,  sets  of  data  describing  the  basal 
reading  skills  organized  in  the  hierarchical  sequences  presented  above. 


Intellectual  Processes  Related  ^ 
Basal  Reading  Skills 


The  research  objective  was  to  examine  intellectual  processes 
related  to  achievement  in  selected  basal  reading  skills.  The  specific 
research  questions  were  the  following. 

21*  Identification  of  Processes.  — Wtiich,  of  a selected  set  of 

intellectual  processes,  are  related  singly,  and  in  cornbinatlon, 
to  achievemc;nt  in  each  basal  reading  skill? 

b.  Extent  of  Relationship.  — To  idiat  extent  are  the  identified 
intellectual  processes  and  combinations  of  intellectual 
processes  related  to  achievement  in  each  basal  reading 
skill? 

c.  Relative  Contribution.  — What  is  the  relative  contribution, 
or  wei^ting,  of  each  intellectual  process  when  combinations 
of  intellectual  processes  are  related  to  achievement  in  a 
given  basal  reading  skill? 

d.  Differences  Among  Skills . — Do  intellectual  processes  related 
to  achievement  differ  among  basal  reading  skills? 

Evidence  about  the  first  three  research  questions  presented  in 
Appendix  Q#  Evidence  about  the  fourth  research  question  pertaining  to 
differences  aoiong  skills  is  summarized  below* 


Phonetic  Analysis  Skills 

The  most  frequent  contributor  to  the  phonetic  analysis  skills  was 
conceptualization.  This  process  contributed  to  ei^t  of  the  nine  skills 
associating  consonant  letters  and  sounds,  associating  consonant  digraphs 
and  sounds,  associating  consonant  blends  and  sounds,  using  spelling 
patterns,  identifying  syllables  in  orally  and  visually  presented  short 
words,  identifying  syllables  in  visually  presented  short  wprds,  identi- 
fying syllables  in  orally  and  visually  presented  long  words,  and 
identifying  syllables  in  visually  presented  long  words.  The  next  most 
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prominent  process  was  reasoning,  by  Its  contribution  to  seven  of  nine 
skills:  associating  vowel  letters  and  sounds,  associating  consonant 

digraphs  and  sounds,  using  spelling  patterns,  identifying  syllables  in 
orally  and  visually  presented  short  words,  identifying  syllables  in 
visually  presented  short  words.  Identifying  syllables  in  orally  and 
visually  presented  long  words,  and  Identifying  syllables  in  visually 
presented  long  words.  Verbal  meaning  contributed  to  four  skills: 
using  spelling  pattenis.  Identifying  syllables  in  visually  presented 
short  words,  identifying  syllables  in  orally  and  visually  presented 
long  words,  and  Identifying  syllables  In  visually  presented  long  words, 
while  associative  memory  contributed  to  only  one  skill,  associating 
consonant  digraphs  and  sounds. 

Structural  Analysis  Skills 

Two  processes,  conceptualization  and  reasoning,  contributed  to  all 
seven  of  the  structural  analysis  skills:  Identifying  components  of 

compounds.  Identifying  roots,  endings,  and  suffixes.  Identifying  roots 
and  prefixes.  Identifying  roots  and  multiple  affixes,  translating 
contractions,  locating  roots  by  using  root-change  rules,  and  changing 
roots  by  using  root-change  rules.  Associative  siemory  and  verbal 
meaning  both  contributed  to  six  of  the  seven  skills:  Identifying 

components  of  compounds,  identifying  roots,  endings,  and  suffixes. 
Identifying  roots  and  prefixes,  identifying  roots  and  multiple  affixes, 
locating  roots  by  using  root-change  rules,  and  changing  roots  by  using 
root-change  rules . 

Dictionary  Skills 

The  most  prominent  contributors  to  the  dictionary  skills  were  the 
processes,  conceptualization  and  reasoning,  which  contributed  to  all 
except  one  of  the  ten  skills:  identifying  alphabetical  sequences  based 

on  first  letter,  identifying  alphabetical  sequences  based  on  third 
letter,  identifying  alphabetical  sequences  based  on  first,  second,  or 
third  letter,  using  dictionary  guide  words,  finding  definitions  of  single 
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entry  words | finding  definitions  of  multiple  entry  words,  selecting 
definitions  of  single  entry  words,  selecting  definitions  of  multiple 
entry  words,  and  Interpreting  single  pronunciation  symbols*  Verbal 
meaning  was  a contributor  to  seven  skills:  identifying  alphabetical 

sequences  based  on  first,  second,  or  third  letter,  using  dictionary 
guide  words,  finding  definitions  of  single  entry  words,  finding 
definitions  of  multiple  entry  words,  selecting  definitions  of  multiple 
entry  words,  interpreting  single  pronunciation  symbols,  and  interpreting 
multiple  pronunciation  symbols.  Associative  memory  contributed  to  five 
skills:  identifying  alphabetical  sequences  based  on  first  letter. 

Identifying  alphabetical  sequences  based  on  third  letter.  Identifying 
alphabetical  sequences  based  on  first,  second,  or  third  letter,  finding 
definitions  of  single  entry  words,  and  finding  definitions  of  multiple 
entry  words* 

Word  Functions  Skills 

For  the  word  functions  skills,  verbal  meaning  and  reasoning  both 
contributed  to  all  eight  skills:  recognizing  functions  of  nouns, 

recognizing  functions  of  verbs,  recognizing  functions  of  adjectives, 
recognizing  functions  of  adverbs,  specifying  functions  of  nouns, 
specifying  functions  of  verbs,  specifying  functions  of  adjectives, 
and  specifying  functions  of  adverbs.  The  next  most  frequent  contributor 
was  conceptualization  which  contributed  to  six  skills;  recognizing 
functions  of  nouns,  recognizing  functions  of  verbs,  recognizing  functions 
of  adjectives,  recognizing  functions  of  adverbs,  specifying  functions  of 
verbs,  and  specifying  functions  of  adverbs.  Associative  memory 
contributed  to  only  two  skills,  these  being  recognizing  functions  of 
verbs  and  recognizing  functions  of  adverbs. 

Comp  rehens  ion  Skills 

Highest  in  frequency  of  contribution  to  the  comprehension  skills 
were  two  processes,  verbal  meaning  and  reasoning,  which  contributed  to 
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all  fifteen  of  the  comprehension  skills;  identifying  cause-effect 
relationships  directly  stated  in  sentences » identifying  main  ideas 
directly  stated  in  paragraphs » identifying  main  ideas  directly  stated 
in  stories,  identifying  cause-effect  relationships  implied  in  sentences, 
identifying  main  ideas  implied  in  paragraphs,  identifying  main  ideas 
implied  in  stories^  identifying  details  in  stories,  interpreting  similes. 
Interpreting  idioms,  interpreting  hyperboles,  interpreting  personification 
interpreting  metaphors,  predicting  outcomes  and  actions,  discriminating 
bet«7een  fact  and  fiction,  and  discriminating  between  fact  and  opinion. 
These  two  processes  were  followed  closely  by  conceptualization,  which 
contributed  to  fourteen  of  the  fifteen  skills:  identifying  cause-effect 

relationships  directly  stated  in  sentences,  identifying. main  ideas 
directly  stated  in  paragraphs,  identifying  main  ideas  directly  stated 
in  stories,  identifying  cause-effect  relationships  implied  in  sentences, 
identifying  main  ideas  implied  in  paragraphs,  identifying  main  ideas 
implied  in  stories,  identifying  details  in  stories,  interpreting  idioms. 
Interpreting  hyperboles,  interpreting  personification,  interpreting 
metaphors,  predicting  outcomes  and  actions,  discriminating  between 
fact  and  fiction,  and  discriminating  between  fact  and  opinion. 

Associative  memory  was  a contributor  to  only  three  comprehension  skills: 
identifying  main  ideas  directly  stated  in  stories,  predicting  outcomes 
and  actions,  and  discriminating  between  fact  and  fiction. 

Trends  in  Achievement  Over  Reading 
Instructional  Levels 

The  research  objective  was  to  describe  trends  in  achievement  of 
basal  reading  skills  over  reading  instructional  levels  2,  3,  4,  and  5. 

The  specific  research  questions)  pertained  to  retarded,  normal,  and 
superior  groups  considered  separately.  These  questions  were  the 
following. 

a.  Presence  of  a Trend.  — For  a given  basal  reading  skill,  is 
there  a trend  in  the  means  at  reading  instructional  levels 
2,  3,  4,  and  5? 
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b*  Nature  of  the  Trend,  — • For  a given  basal  reading  skill»  what 
is  the  nature  of  the  trend  of  the  means  at  reading  instruc<^ 
tional  levels  2,  3,  and  5? 

Retarded  Group 

Presence  of  Trends 

For  the  retarded  group » significant  trends  were  present  in  the 
means  of  37  of  the  50  skills.  There  were  no  trends  in  the  means  for  13 
skills;  Phonetic  Analysis  Skills  — 10.1  associating  vowel  letters 
and  sounds,  10.2  associating  consonant  letters  and  sounds,  10.3 
associating  consonant  digraphs  and  sounds,  10.8  associating  consonant 
blends  and  sounds,  13.1  identifying  syllables  in  orally  and  visually 
presented  short  words,  13.2  identifying  syllables  in  orally  and 
visually  presented  long  words,  12.2  identifying  syllables  in  visually 
presented  long  words;  Dictionary  Skills  — 8.1  selecting  definitions 
of  single  entry  words,  8,2  selecting  definitions  of  multiple  entry 
words,  9,1  interpreting  single  pronunciation  symbols,  9.2  interpreting 
multiple  pronunciation  symbols;  Word  Functions  Skills  — 15.4  specifying 
functions  of  adverbs;  Comprehension  Skills  — 19.3  interpreting 
hyperboles. 

Nature  of  Trends 

Linear  Trends . --  For  the  retarded  group,  linear  trends  were 
present  in  the  means  for  33  skills:  18.1  identifying  words  at  sight; 

Phonetic  Analysis  Skills  — 11.3  using  spelling  patterns,  12.1  identi- 
fying syllables  in  visually  presented  short  words ; Structural  Analysis 
Skills  — 3.1  identifying  components  of  confounds,  4.1  identifying  roots 
endings,  and  suffixes,  4.2  identifying  roots  and  prefixes,  4.4  identi- 
fying roots  and  multiple  affixes,  2.1  translating  contractions,  4.3 
locating  roots  by  using  root-change  rules,  1.1  changing  roots  by  using 
root-change  rules;  Dictionary  Skills  — 5.1  identifying  alphabetical 
sequences  based  on  first  letter,  5.2  identifying  alphabetical  sequences 
based  on  third  letter,  5.3  identifying  alphabetical  sequences  based  on 
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first,  second,  or  third  letter,  6.3  using  dictionary  guide  words,  7.1 
finding  definitions  of  single  entry  words,  7.2  finding  definitions  of 
multiple  entry  words;  Word  Functions  smi2.  " recoBnlzlog  £<mctions 

of  nouns,  14.3  recognizing  functions  of  adjectives,  14.4  recognizing 
functions  of  adverbs,  15.1  specifying  functions  of  nouns,  15.2 
specifying  functions  of  verbs,  15.3  specifying  functions  of  adjectives; 
f’n-.nrehet.slon  Skills  - 17.3.  Identifying  main  ideas  directly  stated  in 
paragraphs,  17.1  identifying  main  ideas  directly  stated  in  stories,  16.2 
identifying  cause-effect,  relationships  implied  in  sentences,  17.4 
Identifying  main  ideas  la?>lied  in  paragraphs,  17.2  identifying  main 
ideas  implied  in  stories,  17.5  identifying  details  in  stories,  19.1 
interpreting  similes,  19.2  interpreting  idioms,  19.4  interpreting 
personification,  19.5  interpreting  metaphors,  and  20.3  discriminating 

between  fact  and  opinion# 

Quadratic  Trends.  — For  the  retarded  group,  quadratic  trends  were 
not  present  in  the  means  on  any  of  the  basal  reading  skills. 

Cubic  Trends.  — For  the  retarded  group,  a cubic  trend  was  present 
in  the  means  for  four  skills:  Word  Functions  Skills  — 14.2  recognizing 

functions  of  verbs;  Comprehension  Skills  — 16.1  identifying  cause-effect 
relationships  directly  stated  in  sentences,  20.1  predicting  outcomes  and 
actions,  and  20.2  discriminating  between  fact  and  fiction. 


Normal  Group 


Presence  of  Trends 

For  the  normal  group,  significant  trends  were  present  in  the  means 
on  44  of  the  50  skills.  There  were  no  trends  in  the  means  for  six 
skills;  Phonetic  Analysis  Skills  - 10.1  associating  vowel  letters  and 
sounds,  10.2  associating  consonant  letters  and  sounds;  Word  Functions. 

— 15.4  specifying  functions  of  adverbs;  Comprehension  SkiUs  — 
19.1  interpreting  similes,  19.3  interpreting  hyperboles,  and  20.3 
discriminating  between  fact  and  opinion. 
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Nature  of  Trends 

Linear  Trends . — For  the  normal  group,  linear  trends  were  present 
in  the  means  for  30  skills;  18.1  identifying  words  at  sight;  Phonetic 
Analysis  Skills  — 10.8  associating  consonant  blends  and  sounds,  11.3 
using  .8pelling.;pat't6ms,  13.1  identifying  syllables  in  orally  and 
visuaiiy  presented  short  words,  12.1  identifying  syllables  in  visually 
presented  short  words,  12.2  identifying  syllables  in  visually  presented 
long  words;  Structural  Analysis  Skills  — 3.1  identifying  conqponents  of 
compounds,  4*2  identifying  roots  and  prefixes,  4.4  identifying  roots  and 
multiple  affixes,  4.3  locating  roots  by  using  root-change  rules,  1*1 
changing  roots  by  using  root-change  rules;  Dictionary  Skills  — 5.1 
Identifying  alphabetical  sequences  based  on  first  letter,  5.2  identi- 
fying alphabetical  sequences  based  on  third  letter,  5.3  identifying 
alphabetical  sequences  based  on  first,  second,  or  third  letter,  8.1 
selecting  definitions  of  single  entry  words,  8.2  selecting  definitions 
of  multiple  entry  words,  9.1  interpreting  single  pronunciation  symbols; 

Word  Functions  Skills  — 14.2  recognizing  functions  of  verbs,  15.1 
specifying  functions  of  nouns,  15.2  specifying  functions  of  verbs,  15.3 
specifying  functions  of  adjectives;  Comprehens ion  Skills  — x7.3  identi- 
fying main  ideas  directly  stated  in  paragraphs,  17.1  identifying  main 
ideas  directly  stated  in  stories,  16.2  identifying  cause-effect  relation- 
ships implied  in  sentences,  17.4  identifying  main  ideas  implied  in 
paragraphs,  17.2  identifying  main  ideas  implied  in  stories,  17.5 
identifying  details  in  stories,  19.5  interpreting  metaphors,  20.1 
predicting  outcomes  and  actions,  and  20.2  discriminating  between  fact 
and  fiction. 

Quadratic  Trends.  — For  the  normal  group,  quadratic  trends  were 
present  in  the  means  for  nine  skills : Structural  Analysis  Skills 

13,2  identifying  syllables  in  orally  and  visually  presented  long  words, 

2.1  translating  contractions;  Dictionary  Skills  — 6.3  using  dictionary 
guide  words,  7.1  finding  definitions  of  single  entry  words,  7.2  finding 
definitions  of  multiple  entry  words,  9.2  interpreting  multiple 
pronunciation  symbols;  Word  Functions  Skills  --  14.1  recognizing  functions 
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of  nouns*  14*3  recognizing  functions  of  adjectives*  and  1.4»4  recognizing 
functions  of  adverbs* 

Cubic  Trends.  — For  the  normal  group*  cubic  trends  were  present 
in  the  means  for  five  skills:  Phonetic  Analysis  Skills  — 10.3 

associating  consonant  digraphs  and  sounds;  Structural  Analysis  Skills 

4.1  identifying  roots*  endings*  and  suffixes;  Comprehens ion  SkiliU 

16.1  identifying  cause-effect  relationships  directly  stated  in  sentences, 

19.2  interpreting  idioms,  and  19.4  interpreting  personification. 

Superior  Group 


Presence  of  Trends 

For  the  superior  group,  significant  trends  were  present  in  the 
means  for  all  of  the  50  skills. 

Nature  of  Trends 

Linear  Trends.  — For  the  superior  group*  linear  trends  were 
present  in  the  means  for  26  skills:  Phonetic  Analysis  Skills  — 10.1 

associating  vowel  letters  and  sounds,  13.1  identifying  syllables  in 
orally  and  visually  presented  short  words,  12.1  identifying  syllables 
in  visually  presented  short  words,  and  12.2  identifying  syllables  in 
visually  presented  long  words;  Structural  Analysis  Skills  — 4.1 
identifying  roots*  endings,  and  suffixes;  Dictionary  Skills  — 5.1 
identifying  alphabetical  sequences  based  on  first  letter*  5.2  identi- 
fying alphabetical  sequences  based  on  third  letter,  6.3  using  dictionary 
guide  words,  7.2  finding  definitions  of  multiple  entry  words*  8.1 
selecting  definitions  of  single  entry  words,  8.2  selecting  definitions 
of  multiple  entry  words,  9.1  interpreting  single  pronunciation  symbols* 
and  9.2  interpreting  multiple  pron\mciation  symbols;  Word  Functions 
Skills  — 14.1  recognizing  functions  of  nouns,  14.2  recognizing 
functions  of  verbs,  14.4  recognizing  functions  of  adverbs*  15.1 
specifying  functions  of  nouns,  15.2  specifying  functions  of  verbs, 

15.3  specifying  functions  of  adjectives,  and  15.4  specifying  functions 
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of  adverbs;  Comprehension  Skills  ■•••  17 » 3 identifying  main  ideas  directly 
stated  in  paragrephs»  17*4  identifying  main  ideas  Implied  in  paragraphs, 
17.2  identifying  main  ideas  Implied  in  stories,  17.5  identifying  details 
in  stories,  19.1  interpreting  similes,  and  20.2  discriminating  between 
fact  and  fiction. 

Quadratic  Trends.  — For  the  superior  gro^,  quadratic  trends  were 
present  in  the  means  for  13  skills:  18.1  identifying  words  at  sight. 

Phonetic  Analysis  Skills  -•  13.2  Identifying  syllables  in  orally  and 
visually  presented  long  words;  Structural  Analysis  Skills  •-  3.1  identi- 
fying compenants  of  compounds,  4.2  identifying  roots  and  prefixes,  4.4 
identifying  roots  and  multiple  affixes,  and  2.1  translating  contractions; 
Dictionary  Skills  — 5.3  identifying  alphabetical  sequences  baaed  on 
first,  second,  or  third  letter,  and  7.1  finding  definitions  of  single 
entry  words;  Word  Functions  Skills  — 14.3  recognizing  functions  of 
adjectives;  Comprehension  Skills  — 16.1  identifying  cause-effect 
relationships  directly  stated  in  sentences,  17.1  identifying  main  ideas 
directly  stated  in  stories,  19,2  interpreting  idioms,  and  19.4 
Interpreting  personification. 

Cubic  Trends.  — For  the  superior  group,  cubic  trends  were  present 
in  the  means  for  11. skills;  Phonetic  Analysis" Skills  — 10.2 
associating  consonant  letters  and  sounds,  10,3  associating  consonant 
digraphs  and  sounds,  10.8  associating  consonant  blends  .and  sounds,  and 
11.3  using  spelling  patterns;  Structural  Analysis  Skills  — 4.3 
locating  roots  by  using  root-change  rules,  and  1,1  changing  roots  by  _ 
using  root-change  rules;  Comprehension  Skills  — 16.2  identifying 
cause-effect  relationships  implied  in  sentences,  19.3  interpreting 
hyperboles,  19.5  interpreting  metaphors,  20.1  predicting  outcomes  and 
actions,  and  20.3  discriminating  between  fact  and  opinion. 

Intellectually  Retarded  and  Normal  Groups  * 

Achievement  in  the  Basal  Reading  Skills 

Ihe  research  objective  was  to  compare  retarded  and  normal  groups* 
achievement  in  the  basal  reading  skills.  The  specific  research  questions 
pertained  to  levels  of  acquisition  and  rates  of  acquisition  of  retarded 
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and  normal  groups  who  are  equated  on  MA  and  general  reading  achievement 
levels  and  who  are  tau^t  at  the  same  reading  instructional  levels* 

Level  of  Acquisition 

The  research  question  was  this:  At  the  primary  and  intem^diate 

reading  Instructional  levels,  do  retarded  and  normal  groups  differ  in 
ttvj  of  acquisition  in  the  basal  reading  skillsA*Sfc^a"'r^mMith 
instructional  period? 

Primary  Level 

Differences . — At  the  primary  level,  the  normal,  and  retarded 
groups  did  not  differ  in  level  of  acquisition  in  38  skills;  18.1 
identifying  words  at  sight;  Phonetic  Analysis  Skills  10.1  associating 
vowel  letters  and  sounds,  10.2  associating  consonant  letters  and  sounds, 

10.3  associating  consonant  digraphs  and  sounds,  10.8  associating 
consonant  blends  and  sounds,  13.1  identifying  syllables  in  orally  and 
visually  presented  short  words,  and  12.1  identifying  syllables  in 
visually  presented  short  words;  Structural  Analysis  Skills  — 3.1 
identifying  components  of  compounds,  4.1  identifying  roots,  endings, 
and  suffixes,  4.2  identifying  roots  and  prefixes,  4.4  Identifying  roots 
and  multiple  affixes,  4.3  locating  roots  by  using  root*change  rales, 

1.1  changing  roots  by  using  root*-change  rules,  and  2.1  translating 
contractions;  Met ionary  Skills  — 5.1  identifying  alphabetical 
sequences  based  on  first  letter,  5.2  identifying  alphabetical  sequences 
based  on  third  letter,  5.3  Identifying  alphabetical  Sequences  based  on 
first,  second,  or  third  letter,  6.3  using  dictionary  guide  words,  7.1 
finding  definitions  of  single  entry  words,  7.2  finding  definitions  of 
multiple  entry  words,  and  9.1  interpreting  single  pronunciation  symbols; 
Word  Functions  Skills  ■»-  14.1  recognizing  functions  of  nouns,  14.2 
recognizing  functions  of  verbs,  14.3  recognizing  fwictions  of  adjectives, 

14.4  recognizing  functions  of  adverbs,  15.1  specifying  functions  of 
nouns,  15.2  specifying  functions  of  verbs,  15.3  specifying  functions  of 
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adjectives,  and  15,4  specifying  functions  of  adverbs;  Comprehension 
Skills  — 16*1  identifying  cause-effect  relationships  directly  stated 
in  sentences,  17.3  identifying  main  ideas  directly  stated  in  paragraphs, 

17.1  identifying  main  ideas  directly  stated  in  stories,  16.2  identi- 
fying cause-effect  relationships  implied  in  sentences,  17.4  identifying 
main  ideas  implied  in  paragraphs,  17.2  identifying  main  ideas  implied 
in  stories,  17.5  identifying  details  in  stories,  20.1  predicting 
outcomes  and  actions,  and  20.2  discriminating  between  fact  and  fiction. 

Normal  Exceeded  Retarded.  — The  normal  group  at  the  primary  level 
exceeded  the  retarded  group  in  level  of  acquisition  on  nine  skills: 
Phonetic  Analysis  Skills  — 13.2  identifying  syllables  in  orally  and 
visually  presented  long  words,  12.2  identifying  syllables  in  visually 
presented  long  words,  and  11.3  using  spelling  patterns;  Comprehens ion 
Skills  — 19.1  interpreting  similes,  19.2  interpreting  idioms,  19.3 
interpreting  hyperboles,  19.4  interpreting  personification,  19.5  inter- 
preting metaphors,  and  20.3  discriminating  between  fact  and  opinion. 

Retarded  Exceeded  Normal.  — The  retarded  group  at  the  primary  level 
exceeded  the  normal  group  in  level  of  acquisition  on  one  Dictionary 
Skill  — 9.2  Interpreting  multiple  pronunciation  symbols. 

Intermediate  Level 

No  Differences . — At  the  intermediate  level,  the  normal  and 
retarded  groups  did  not  differ  in  level  of  acquisition  on  22  skills: 

18.1  identifying  words  at  sight;  Phonetic  Analysis  Skills  — 10.1 
associating  vowel  letters  and  sounds,  10.2  associating  consonant  letters 
and  sounds,  and  10.3  associating  consonant  digraphs  and  sounds; 

Structural  Analysis  Skills  — 3.1  identifying  components  of  compounds, 
and  4.1  identifying  roots,  endings,  and  suffixes;  Dictionary  Skills  — 

5.3  identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter,  8.1  selecting  definitions  of  single  entry  words,  and  9.2 
interpreting  multiple  pronunciation  symbols ; Word  Functions  Skills  — 

14.1  recognizing  functions  of  nouns,  14.2  recognizing  functions  of  verbs, 
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14*3  recognizing  functions  o£  adjectives » 14.4  recognizing  functions 
of  adverbs,  15.1  specifying  functions  of  nouns,  15.2  specifying  functions 
of  verbs,  15.3  specifying  functions  of  adjectives,  and  15.4  specifying 
functions  of  adverbs;  Comprehension  Skills  16.1  Identifying  cause- 
effect  relationships  directly  stated  in  sentences,  17.2  identifying 
main  Ideas  implied  In  stories,  19.5  Interpreting  metaphors,  20.1 
predicting  outcomes  and  actions,  and  20.2  discriminating  between  fact 
and  fiction. 

Normal  Exceeded  Retarded.  — The  normal  subjects  at  the  Intermediate 
level  exceeded  the  retarded  subjects  In  level  of  acquisition  on  28 
skills:  Phonetic  Analysis  Skills  — 10.8  associating  consonant  blends 

and  sounds,  13.1  Identifying  syllables  in  orally  and  visually  presented 
short  words,  12.1  Identifying  syllables  In  visually  presented  short 
words,  13.2  identifying  syllables  in  orally  and  visually  presented 
long  words,  12.2  Identifying  syllables  In  visually  presented  long 
words,  and  11.3  using  spelling  patterns;  Structural  Analysis  Skills  — 

4.2  Identifying  roots  and  prefixes,  4.4  Identifying  roots  and  multiple 
affixes,  4.3  locating  roots  by  using  root-change  rules,  1.1  changing 
roots  by  using  root-change  rules,  and  2.1  translating  contractions; 
Dictionary  Skills  — 5.1  Identifying  alphabetical  sequences  based 

on  first  letter,  5.2  Identifying  alphabetical  sequences  based  on  third 
letter,  6.3  using  dictionary  guide  words,  7.1  finding  definitions  of 
single  entry  words,  7.2  finding  definitions  of  multiple  entry  words, 

8.2  selecting  definitions  of  multiple  entry  words,  and  9.1  Interpreting 
single  pronunciation  symbols;  Comprehension  Skills  — 17.3  Identifying 
main  Ideas  directly  stated  In  paragraphs,  17.1  Identifying  main  ideas 
directly  stated  In  stories,  16.2  Identifying  cause-effect  relationships 
Implied  in  sentences,  17.4  identifying  main  Ideas  implied  In  paragraphs, 
17.5  Identifying  details  In  stories,  19.1  interpreting  similes,  19.2 
interpreting  Idioms,  19.3  interpreting  hyperboles,  19.4  Interpreting 
personification,  and  20.3  discriminating  between  fact  and  opinion. 

Retarded  Exceeded  Normal.  — At  the  intermediate  leyel,  the  retarded 
subjects  did  not  exceed  the  normal  subjects  In  level  of  acquisition  In 
any  skill. 
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Rate  of  Acquisition 

The  research  question  was  the  following;  At  the  primary  and 
Intermediate  reading  instructional  levels,  do  retarded  and  normal 
groups  differ  in  rate  of  acquisition  in  the  basal  reading  skills  during 
a 7-month  instructional  period? 

Primary  Level 

At  the  primary  level,  the  groups  did  not  reach  the  task  ceiling 
for  any  skill.  The  subjects  showed  significant  increments,  during  the 
7-month  instructional  period,  in  all  skills. 

No  Differences . — At  the  primary  level,  the  normal  and  retarded 
groups  did  not  differ  in  rate  of  acquisition  in  21  skills:  Phonetic 

Analysis  Skills  — 10.1  associating  vowel  letters  and  sounds,  10.2 
associating  consonant  letters  and  sounds,  10.3  associating  consonant 
digraphs  and  sounds,  10»8  associating  consonant  blends  and  sounds,  13.1 
identifying  syllables  in  orally  and  visually  presented  short  words,  12,1 
identifying  syllables  in  visually  presented  short  words,  13.2  identi- 
fying syllables  in  orally  and  visually  presented  long  words,  and  12.2 
identifying  syllables  in  visually  presented  long  words;  Structural 
Analysis  Skills  — 4.1  identifying  roots,  endings,  and  suffixes; 
Dictionary  Skills  — 5.1  identifying  alphabetical  sequences  based  on 
first  letter,  5.3  Identifying  alphabetical  sequences  based  on  first, 
second,  or  third  letter,  6.3  using  dictionary  guide  words,  7.1  finding 
definitions  of  single  entry  words,  and  7.2  finding  definitions  of 
multiple  entry  words;  Word  Functions  Skills  — 14.4  recognizing 
functions  of  adverbs,  15.1  specifying  functions  of  nouns,  15.2 
specifying  functions  of  verbs,  15.3  specifying  functions  of  adjectives, 
and  15.4  specifying  functions  of  adverbs;  Comprehension  Skills  --  17.1 
identifying  main  ideas  directly  stated  in  stories^  and  16.2  identifying 
cause-effect  relationships  implied  in  sentences. 
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Normal  Exceeded  Retarded.  — At  the  primary  level,  the  normal 
group  exceeded  the  retarded  group  in  rate  of  acqu?lsiV;ion  in  18  skills; 
Phonetic  Analysis  Skills  --  11.3  using  spelling  patterns;  Structural 
Analysis  Skills  — 3.1  identifying  components  of  compounds,  4.2 
identifying  roots  and  prefixes,  4®4  identifying  roots  and  multiple 
affixes,  2.1  translating  contractions,  4.3  locating  roots  by  using 
root- change  ri;:.les,  and  1.1  changing  roots  by  using  root-change  rules; 
Dictionary  Skills  — 5.2  identifying  alphabetical  sequences  based  on 
thli.rd  letter,  9.1  interpreting  single  pronunciation  symbols,  and  9.2 
interpreting  multiple  pronunciation  symbols;  Word  Functions  Skills^ 

14.1  recognizing  functions  of  nouns,  14.2  recognizing  functions  of 
verbs,  and  14.3  recognizing  functions  of  adjectives;  Comorehens ion 
Skills  — 16.1  identifying  cause-effect  relationships  directly  stated 
in  sentences,  17.3  identifying  main  ideas  directly  stated  in  paragraphs, 
17.4  identifying  main  ideas  implied  in  paragraphs,  17.2  identifying 
main  ideas  Implied  in  stories,  and  17.5  identifying  details  in  stories. 

Retarded  Exceeded  Normal.  — At  the  primary  level,  the  retarded 
group  did  not  exceed  the  normal  group  in  rate  of  acquisition  in  any 
skills. 

Intermediate  Level 

With  one  exception,  the  groups  did  not  reach  the  task  ceilings. 

The  exception  was  5.1  identifying  alphabetical  sequences  based  on  first 
letter  where  the  normal  group  approached  the  task  celling.  The  subjects 
showed  significant  increments  in  all  skills  except  four;  9.2  inter- 
preting multiple  pronunciation  symbols,  15.2  specifying  functions  of 
verbs,  15.4  specifying  functions  of  adverbs,  and  16.1  identifying 
cause-effect  relationships  directly  s tated  in  sentences . The  groups  * 
rates  of  acquisition  could  not  be  compared  on  these  five  skills  where' 
a group  approached  a task  ceiling  or  the  subjects  did  not  show 
significant  increments. 


Ho  Differences « •••  At  the  intermediate  level,  the  normal  and 
retarded  groups  did  not  differ  in  rate  of  acquisition  in  27  skills. 
Phonetic  Analysis  Skills  — 10.1  associating  vowel  letters  and  sounds, 

10.2  associating  consonant  letters  and  sounds,  10.3  associating  consonant 
digraphs  and  sounds,  10*8  associating  consonant  blends  and  sounds,  13.1 
identifying  syllables  in  orally  and  visually  presented  Short  words, 

12.1  identifying  syllables  in  visually  presented  short  words,  13.2 
identifying  syllables  in  orally  and  visually  presented  long  words,  12.2 
identifying  syllables  in  visually  presented  long  words,  and  11.3  using 
spelling  patterns;  Structural  Analysis  Skills  — 4,2  identifying  roots 
and  prefixes,  4.4  identifying  roots  and  multiple  affixes,  4.3  locating 
roots  by  using  root-*change  rules,  1.1  changing  roots  by  using  root- 
change  rules,  and  2,1  translating  contractions;  Dictionary  SkiHs  — 

5.2  identifying  alphabetical  sequences  based  on  third  letter,  6.3  using 
dictionary  guide  words,  7.1  finding  definitions  of  single  entry  words, 

8.1  selecting  definitions  of  single  entry  words,  and  9.1  interpreting 
single  pronunciation  symbols;  Word  Functions  Skills  — 14.1  recognizing 
functions  of  nouns,  15.1  specifying  functions  of  notms,  and  15.3 
specifying  functions  of  adjectives;  Comprehens ion  Skills  — 17.3 
identifying  main  ideas  directly  stated  in  paragraphs,  17.1  identifying 
main  ideas  directly  stated  in  stories,  16.2  identifying  cause-effect 
relationships  implied  in  sentences,  17.4  identifying  main  ideas  implied 
in  paragraphs,  and  17.5  identifying  details  in  stories. 

Normal  Exceeded  Retarded.  — The  normal  group  at  the  intermediate 
level  exceeded  the  retarded  group  in  rate  of  acquisition  in  nine  skills: 
Structural  Analysis  Skills  — 3.1  identifying  components  Of  compounds, 
and  4.1  identifying  roots,  endings,  and  suffixes;  Dictionary  Skills  — 

5,3  identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter,  7.2  finding  definitions  of  multiple  entry  words,  and  8.2 
selecting  definitions  of  multiple  entry  words;  Word  Functions  Skills  — 
14,2  recognizing  functions  of  verbs,  14,3  recognizing  functions  Of 
adjectives,^  and  14,4  recognizing  functions  of  adverbs;  Comprehension 
Skills  — 17.2  identifying  main  ideas  implied  in  stories. 
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Retarded  Exceeded  Normal.  — At  the  intermediate  level,  the 
retarded  group  did  not  exceed  the  normal  group  in  rate  o£  acquisition 
in  any  skills. 


Intellectually  Normal  and  Superior  Groups  * . 

Achievement  in  the  Basal  Reading  Skills 

t • * 

The  research  objective  was  to  compare  normal  and  superior  groups' 
achieve^nt  in  the  basal  reading  skills.  The  specific  research 
questions  pertained  to  levels  of  acquisition  and  rates  of  acquisition 
of  normal  and  superior  groups  who  are  equated  on  Gk  level  and  who  are 
tau^t  at  the  same  reading  instructional  levels.  Pertinent  evidence 
is  stnnmarized  below. 

Level  of  Acquisition 

The  research  question  was  the  following:  At  the  primry  and  . « 

intermediate  reading  Instructional  levels,  do  normal  and  stq>erlor 
groups  differ  in  level  of  acquisition  in  the  basal  reading  skills  at 
the  beginning  of  a 7-month  instructional  period? 

Primary  Level 

^ Differences,  — At  the  primary  level,  the  normal  and  superior 
groups  did  not  differ  in  level  of  acquisition  in  17  skills;  Phonetic 
Analysis  Skills  — 10.1  associating  vowel  letters  and  sounds,  12,1 
identifying  sfyllables  in  visually  presented  short  words,  and  12,2  / 
identifying  syllables  in  visually  presented  long  words ; Structural 
Analysis  Skills  — 4,1  identifying  roots,  endings,  and  suffixes,  4,4 
identifying  roots  and  multiple  affixes,  4,3  locating  roots  by  using 
root-change  rules,  and  1,1  changing  roots  by  using  root-^change  rules; 
Dictionary  Skills  — 5,3  identifying  alphabetical  sequences  based  on 
first,  second,  or  third  letter,  6,3  using  dictionary  guide  words,  and 
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9.2  interpreting  multiple  pronunciation  symbols;  5123:4  SMIM 

15.1  specifying  functions  of  norms,  15.2  specifying  functions  of  verbs, 
and  15.3  specifying  functions  of  adjectives;  S9«H?Wl3CT°Aaa  SMXla  "* 

16.1  Identifying  cause-effect  relationships  directly  stated  in  sentences, 

19.1  interpreting  similes,  19.3  interpreting  hyperboles,  and  19.4 
interpreting  personification. 

g.may4nT-  BYCBaded  Mormal.  ~ The  superior  group  at  the  primary 
level  exceeded  the  normal  group  in  level  of  acquisition  in  30  skills. 

18.1  identifying  words  at  si^t;  Ehonetfe  Analysis  Skills  --  10.2 
associating  consonant  letters  and  sounds,  10.3  associating  consonant 
digraphs  and  sounds,  10.8  associating  consonant  blends  and  sounds,  13.1 
identifying  syllables  in  orally  and  visually  presented  short  words, 

13.2  identifying  syllables  in  orally  and  visually  presented  long  words, 
and  11.3  using  spelling  patterns;  Structural  Analysis.  Skills  — 3.1 
identifying  components  of  compounds,  4.2  identifying  roots  and  prefixes, 
and  2.1  translating  contractions;  Dlctiongg  SMiM  " 5.1  identifying 
alphabetical  sequences  based  on  first  letter,  5.2  identifying  alpha 
betloal  sequences  based  on  third  letter,  7.1  finding  definitions  of 
single  entry  words.  7.2  finding  definitions  of  multiple  entry  words, 
and  9.1  interpreting  single  pronunciation  symbols;  5i2Ed  E»pcti,<ma 
Skills  - 14.1  recognizing  funcilons  of  nouns,  14.2  recognizing  functions 
of  verbs,  14.3  recognizing  functions  of  adjectives,  14.4  recognizing 
functions  of  adverbs;  nomorehension  SMUa  " 17.3  identifying  main 
ideas  directly  stated  in  paragraphs.  17.1  identifying  main  ideas  directly 
stated  in  stories,  16.2  identifying  cause-effect  relationships  implied 
in  sentences,  17.4  identifying  main  ideas  Implied  in  paragraphs,  17.2 
identifying  main  ideas  implied  in  stories,  17.5  identifying  details  in 
stories,  19.2  interpreting  idioms,  19.5  interpreting  metaphors,  20.1 
predicting  outcomes  and  actions,  20.2  discriminating  between  fact  and 

fiction,  20.3  discriminating  between  fact  and  opinion. 

normal  Exceeded  Superior.  ~ The  normal  exceeded  the  superior 

group  at  the  primary  level  in  one  iJord  Ftmctlons  Skill  — 15.4 

specifying  functions  of  adverbs. 
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Intennedlate  Level 

Mo  Ulfforcnces*  — At  the  intermediate  levelj,  the  normal  and 
superior  groups  did  not  differ  in  level  of  actjuisition  in  nine  skills; 
Phonetic  Analysis  Skills  — 10.1  associating  vowel  letters  and  sounds, 

10.2  associating  consonant  letters  and  sounds,  and  10.8  associating 
consonant  blends  and  sounds;  Structural  locating 

roots  by  using  root*change  rulesg  and  4.4  identifying  roots  and  multiple 
affixes;  Dictionary  Skills  — 7.1  finding  definitions  of  single  entry 
words,  7.2  finding  definitions  of  multiple  entry  words,  and  9.2 
interpreting  multiple  pronunciation  symbols;  Comprehension  Skills  — 

19.1  interpreting  similes. 

Superior  Exceeded  Normal.  — At  the  intermediate  level,  the 
superior  group  had  the  hi^er  level  of  acquisition  in  41  skills:  18.1 

identifying  words  at  sight;  Phonetic  Analysis  Skills  — 10.3  associating 
consonant  digraphs  and  sounds,  13.1  Identifying  syllables  in  orally  and 
visually  presented  short  words,  12.1  identifying  syllables  in  visually 
presented  short  words,  13.2  Identifying  syllables  in  orally  and  visually 
presented  long  words,  12.2  identifying  syllables  in  visually  presented 
long  words,  and  11.3  using  spelling  patterzis;  Structural  ^alysis,  .8, kills 
«-  3.1  identifying  components  of  compounds,  4.1  identifying  roots, 
endings,  and  suffixes,  4.2  identifying  roots  and  prefixes,  1.1  changing 
roots  by  using  root-change  rules,  and  2.1  translating  contractions; 
Dictionary  Skills  — 5.1  identifying  alphabetical  sequences  based  on 
first  letter,  5.2  identifying  alphabetical  sequences  based  on  third 
letter,  5.3  identifying  alphabetical  sequences  based  on  first,  second, 
or  third  letter,  6.3  using  dictionary  guide  words,  8.1  selecting 
definitions  of  single  entry  words,  8.2  selecting  definitions  of  multiple 
entry  words,  and  9.1  interpreting  single  pronunciation  symbols;  Word 
Functions  Skills  — 14.1  recognizing  functions  of  nouns,  14.2  recognizing 
functions  of  verb'',  14.3  recognizing  functions  of  adjectives,  14.4 
recognizing  functions  of  adverbs,  15.1  specifying  functions  of  nouns, 

15.2  specifying  functions  of  verbs,  15.3  specifying  functions  of 
adjectives,  and  15.4  specifying  functions  of  adverbs;  Comprehension 
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Skills'  --  16.1  Identifying  cause-effect  relationships  directly  stated 
in  sentences,  17.3  identifying  main  ideas  directly  stated  in  paragraphs, 

17.1  identifying  maih  ideas  directly  stated  in  stories,  16.2  identifying 

* » 

A • . 4.  , 

cause-effect  relationships  Implied  in  sentences » 17.4  identifying  mfiin 
ideas  Implied  in  paragraphs » 17.2  identifying  main  ideas  implied  in 
stories,  17.$  identifying  details  in  stories^,  19; 2 interpreting  idioms, 
19.3  interpreting  hyperboles,  19.4  interpreting  personification,  19.5 
interpreting  metaphors,  20.1  predicting  outcomes  and  actions,  20.2 
discriminating  between  iact  and  fiction,  and  20.3  discriminating 
between  fact  and  opinion. 

Noinaal  Exceeded  Superior.  — At  the  intermediate  level,  the  normal ^ 
group  did  not  have  the  higher  level  of  acquisition  on  any  of  the  skills. 

Rate  of  Acquisition 

The  research  question  was  this:  At  the  primary  and  intermediate 
reading  instructional  levels,  do  normal  nnd  superior  groups  differ  in 
rate  of  acquisition  in  the  basal  reading  skills  during  a 7-mont:h 
instructional  period? 

Primary  Level 

At  the  primary  level  the  normal  group  did  not  reach  the  t«isk  ceiling 
for  any  skill  and  the  superior  group  reached  the .task  ceiling  for  5.1 
identifying  alphabetical  sequences  based  on  first,  letter;  consequently,  ^ 
the  groups*  rates  of  acquisition  on  this , skill  were  not  conq>arable.^  The 
normal  and  superior  subjects  showed  significant  increments  during  the 
7-month  Instructional  period,  in  all  skills. 

No  Differences.  — At  the  primary  level,  the  normal  and  superior 
groups  did  not  differ  in  rate  pf  acquisition  in  29  skills:.  Phonetic 
Analysis  Skills  — 10.2  associating  consonant  letters  and  sounds,  TO. 8 
associating  consonant  blends  and  sounds,  13.1  identifying  syllables  in 
orally  and  visually  presented  short  words,  12.1  identifying  syllables 
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in  visually  presented  short  words,  13*2  identifying  syllables  in  orally 
and  visually  presented  long  words,  and  11.3  using  spelling  patterns; 
StmatUtdl  AnalygiS  skills  4*1  identifying  roots,  endings,  and 
suffixes,  .4,2  identifying  roots  and  prefixes,  4- 3 locating  roots  by 
using  root-change  rules,  and  1*1  changing  roots  by  using  root-change 
rules;  Dictionary  Skills  —5.2  identifying  alphabetical  sequences  based 
on  third  letter,  6*3  using  dictionary  guide  words,  7..1  finding  definitions 
of  single  entry  words,  7«2  finding  definitions  of  Multiple  entry  words, 

9ol  interpreting  single  pronunciation  symbols,  and  9.2  interpreting 
multiple  pronunciation  syoobols;  Word  Functions  Skills  — • 14*1  recognizing 
functions  of  nouns,  14«2  recognizing  functions  of  verbs,  14.3  recognizing 
functions  of  adjectives,  14*4  recognizing  functions  of  adverbs,  15«1 
specifying  functions  of  nouns,  and  15,4  specifying  functions  of 
adverbs;  Comorehension  Skills  .-**  16,1  identifying  cause-effect  relation- 
ships directly  stated  in  sentences,  17,3  identifying  main  ideas  directly 
stated  in  paragraphs,  17*1  identifying  main  ideas  directly  stated  in 
stories,  16,2  identifying  cause-effect  relationships  implied  in 
sentences,  17*4  Identifying  main  ideas  implied  in  paragraphs,  17,2 
identifying  main  ideas  implied  in  stories,  and  17,5  identifying  details 
in  stories, 

Superior  Exceeded  Normal,  — At  the  primary  level,  the  superior 
group  exceeded  the  normal  group  in  rate  of  acquisition  in  four  skills: 
Phonetic  Analysis  Skills  --  12,2  Identifying  syllables  in  visually 
presented  long  words ; Dictionary  Skills  — 5.3  identifying  alphabetical 
sequences  based  on  first,  second,  or  third  letter;  Word  Functions  Skills 
— 15,2  specifying  functions  of  verbs,  and  15,3  specifying  functions  of 
adjectives. 

Normal  Exceeded  Superior.  — Ihe  normal  subjects,  at  the  primary 
level,  exceeded  the  superior  group  in  rate  of  acquisition  in  four 
skills:  Phonetic  Analysis  Skills  — 10,3  associating  consonant  digraphs 
and  sounds ; Structural  Analysis  Skills  — 3, 1 identifying  components  of 
compounds,  4*4  identifying  roots  and  multiple  affixes,  and  2*1 
translating  ccmtractions* 
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Intermediate  Level 

At  the  intermediate  level9  the  normal  and  superior  groups'  rates  of 
acquisition  on  five  skills  could  not  be  compared:  These  skills  were 
10*  1 associating  vowel  letters  and  sounds  where  there  was  no  significant 
Increment,  13*1  Identifying  syllables  in  orally  and  visually  presented 
short  words  where  the  superior  group  approached  the  celling,  3*1 
Identifying  components  of  compounds  where  the  superior  and  normal  subjects 
approached  the  ceiling,  5.1  identifying  alphabetical  sequences  based  on 
first  letter  xvhere  the  normal  and  superior  subjects  approached  the 
ceiling  and  no  significant  Increment  was  shown,  and  16*1  identifying 
causo'^effect  relationships  directly  stated  in  sentences  where  no 
significant  increment  was  shown*  For  the  remaining  skills,  the  design 
requirements  related  to  Increments  and  task  ceilings  were  satisfied 
and  the  groups'  rates  of  acquisition  could  be  compared* 

No  Differences*  At  die  intermediate  level,  the  normal  and 
superior  groups'  rates  of  acquisition  did  not  differ  on  32  skills: 

Phonetic  Analysis  Skills  10*2  associating  consonant  letters  and 
sounds,  10*3  associating  consonant  digraphs  and  sounds,  10. S associating 
consonant  blends  and  sounds,  12*1  Identifying  syllables  In  visually 
presented  short  words,  13*2  Identifying  syllables  In  orally  and  visually 
presented  long  words,  12*2  identifying  syllables  in  visually  presented 
long  words,  and  11*3  using  spelling  patterns;  Structural  Analysis 
Skills  4*1  Identifying  roots,  endings,  and  suffixes,  4*2  Identifying 
roots  and  prefixes,  4*4  identifying  roots  and  multiple  affixes,  1*1 
changing  roots  by  using  root*change  rules,  and  2*1  translating 
contractions;  Dictionary  Skills  — 5,3  identifying  alphabetical  sequences 
based  on  first,  second,  or  third  letter,  6*3  using  dictionary  guide 
words,  7*1  finding  definitions  of  single  entry  words,  7*2  finding 
definitions  of  multiple  entry  words,  8.1  selecting  definitions  of  single 
entry  words,  8*2  selecting  definitions  of  multiple  entry  words,  and 
9*1  interpreting  single  pronunciation  symbols;  Word  Functions  Skills  — • 
14,1  recognizing  functions  of  nouns,  14*2  recognizing  functions  of  verbs, 
14*3  recognizing  functions  of  adjectives,  14*4  recognizing  functions  of 
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adverbs,  15.1  specifying  functions  of  nouns.  15.2  specifying  functions 
of  verbs,  and  15.3  specifying  functions  of  adjectives;  ComprehensiTO 
gfctlls  17.3  identifying  main  ideas  directly  stated  in  paragraphs, 

17.1  identifying  main  ideas  directly  stated  in  stories,  16.2  identi- 
fying cause-effect  relationships  iin)lied  in  sentences,  17.4  Identifying 
main  ideas  la^lied  in  paragraphs,  17.2  identifying  main  ideas  Implied 

in  stories,  and  17.5  identifying  details  in  stories. 

^noerior  Eiccecded  normal.  --  The  superior  group  exceeded  the 
normal  group  in  rate  of  acquisition  in  two  skills:  pietionaq  Sklljg.  — 

9,2  Interpreting  multiple  pronunciation  symbols;  and  Word  Fsffi£li2Sa 
Skills  — 15.4  specifying  functions  of  adverbs. 

Normal  Exceeded  Sugerior.  — At  the  intermediate  level,  normal 
subjects  exceeded  the  superior  subjects  in  rate  of  acquisition  in  two 
skills:  structural  Analysis  Skills.  — 4.3  locating  roots  by  using 

root-change  rules;  and  Dictionary:  Skills  — 5.2  identifying  alpha 
betical  sequences  based  on  third  letter. 

T.tmitationS 

Factors  affecting  external  validity  or  generality  were  described. 

In  sum,  gencraUzations  emanating  from  the  results  of  the  investigation 
are  specifically  restricted  to  conditions  similar  to  those  under  which 
results  were  obtained:  e.£.,  consideration  must  be  given  to  factors  like 
the  population  sampled,  the  participating  school  personnel,  the  reading 
instructional  program,  the  resources  available  to  the  teachers,  the 
reading  instructional  levels  at  which  pupils  were  taught,  the  particular 
reading  skills  la  the  chosen  categories,  the  intellectual  processes, 
the  time  periods,  the  Instruments  or  tests,  and  the  particular  dimension 
used  for  identifying  sequences  among  skills.  Wider  generalization 
will  require  further  research. 
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means  FDR  THE  TOTAL  PROCESSES-SEQHENCES  GROUP  AM) 
THE  IRETABDED,  NORMAL,  AND  SUPERIOR  GROUP 
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Table  A1 


Means  of  the  Processes-Sequences  Group  and  Total 
Retarded,  Normal,  and  Superior  Group  on  the 
Spring  Scores  of  the  Reading  Tests 


Basal  reading  skill 

Processes** 

sequences 

group 

Retarded 
normal,  and 
superior  group 

10,1  Associating  vowel 
letters  and  sounds 

7.71 

7.56 

0.15 

10,2  Associating  consonant 
letters  and  sounds 

17.88 

18*14 

-0.26 

10,3  Associating  consonant 
digraphs  and  sounds 

4.16 

4.09 

0.07 

10.8  Associating  consonant 
blends  and  sounds 

17.87 

17.90 

-0.03 

11.3  Using  spelling 
patterns 

19.85 

19.54 

0.31 

13,1  Identifying  syllables 
in  orally  and  visually 
presented  short  words 

13.96 

14.33 

-0.37 

12,1  Identifying  syllables 
in  visually  presented 
short  words 

12.46 

12.64 

-0.18 

13.2  Identifying  syllables 
in  orally  and  visually 
presented  long  words 

9.64 

9.84  . 

-0,20 

12,2  Identifying  syllables 
in  visually  presented 
long  words 

6.56 

6.97 

-0.41 

3.1  Identifying  components 
of  compounds 

22.34*' 

22.04 

0.30 

4,1  Identifying  roots, 
endings^  and  suffixes 

8.43 

8.35 

0.08 

SUBJECTS!  Total  Groups 
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Table  A1  (Continued) 


Basal  reading  skill 

Frocesses- 

sequences 

group 

Retarded, 
normal,  and 
superior  group 

4.2  Identifying  roots 
and  prefixes 

6.44 

6.34 

0.10 

4.4  Identifying  roots  and 
multiple  affixes 

5.78 

5.72 

« t 

0.06 

2.1  Translating 
contractions 

9.25 

8.85 

0.40 

4.3  Locating  roots  by 
using  root-change  rules 

9.27 

8.95 

0.32 

I.l  Changing  roots  by 
using  root-change  rules 

6.30 

6.31 

-0.01 

5.1  Identifying  alphabetical 
sequences  baaed  on  first  letter 

10.70 

10.55 

0.15 

5.2  Identifying  alphabetical 
sequences  based  on  third  letter 

9.36 

9.13 

0.23 

5.3  Identifying  alphabetical 
sequences  based  on  first, 
second,  or  third  letter 

* 

7.38 

7.40 

^0.02 

6.3  Using  dictionary  guide 
words 

15.77 

15.81 

-0.04 

7.1  Finding  definitions  of 
single  entry  words 

7.74 

7.74 

0.00 

7.2  Finding  definitions  of 
multiple  entry  words 

10.33 

9.98 

0.35 

8.1  Selecting  definitions  of 
single  entry  words 

9.54 

9.67 

-0.13 

8.2  Selecting  definitions  of 
nultiple  entry  words 

8.31 

7.44 

0.87 

9.1  Interpreting  single 
pronunciation  symbols 

9.22 

8.60 

0.62 
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Table  A1  (Continued) 

Basal  reading  skill 

Frocesses- 

sequences 

group 

Retarded 
normal  > and  ^^ 
superior  group 

Y -Y. 
1 3 

9*2  Interpreting  multiple 
pronunciation  symbols 

2.34 

2.33 

0.01 

14.1  Recognizing  functions 
of  nouns 

6.43 

6.14 

0.29 

14.2  Recognizing  functions 
of  verbs 

6.04 

5.77 

0.27 

14.3  Recognizing  functions 
of  adjectives 

5.36 

5.24 

0.12 

14.4  Recognizing  functions 
of  adverbs 

4.94 

4.65 

0.29 

15.1  Specifying  functions 
of  nouns 

4.47 

4.46 

0.01 

15.2  Specifying  functions 
of  verbs 

4.61 

4.69 

-0.08 

15.3  Specifying  functions 
of  adjectives 

4.23 

4.32 

-0.09 

15.4  Specifying  functions 
of  adverbs 

2.97 

3.07 

-.0.10 

16.1  Identifying  cause-effect 
relationships  directly 
stated  in  sentences 

8.66 

8.85 

-0.19 

17.3  Identifying  main  ideas 
directly  stated  in  paragraphs 

6.8S 

6.97 

-0.12 

17.1  Identifying  main  ideas 
directly  stated  in  stories 

6.02 

6.18 

-0.16 

16.2  Identifying  cause-effect 
relationships  Implied  in 
sentences 

8.78 

8.96 

-0.18 

snMICTt  

TMble  A1  (Gontlnued) 


Basal  readltig  skill 

Processes- 

se<|tteiices 

group 

Retarded, 
normal,  tasA 
superior  group 

m 

V^j 

...17*4  Identifying  main  Ideas 
Inplled  In  paragraphs 

6.88 

' 7.01 

-0.13 

.17.2  Identifying  main  ideas 
Implied  in  stories 

7.08 

7.14 

-0.06 

17.5  Identlfylag  details  In 
stories 

13.93 

14.33 

-0.40 

19.1  Interpreting  similes 

6.61 

6.42 

0.19 

19.2  Interpreting  idioms 

6.05 

5.66 

0.39 

19.3  Interpreting  hyperboles 

6.01 

5.89 

0.12 

19^4  Interpreting 
...  personification 

6.58 

6.33 

0.25 

19;5  Interpreting  metaphors 

5.40 

5.26 

0.14 
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Directions  for  Examiner 

Purposes.  — The  purposes  of  the  Informal  Reading  Inventory  are 
to  permit  the  teacher  to  find  the  level  at  vhlch  a child  should  be 
Instructed  In  reading  and  to  tell  the  teacher  whether  a particular 
textbook  Is  too  hard  or  too  easy  for  the  child. 

Materials.  — Scott,  Foresman  New  Basic  Readers  series 

Choosing  Selections.  — The  selections  are  located  between  pages 
20  and  40  In  each  book  and  contain  at  least  100  words#  These  materials 
are  presented  In  mimeographed  form  for  use  with  the  children. 

Questions.  Four  questions  are  selected  at  reading  Instructional 
level  one,  and  eight  questions  at  each  higher  level;  at  least  one- 
fourth  of  the  questions  Involved  thought  beyond  what  was  stated  In 
the  story.  (”The  story  didn*t  tell  us,  but  what  do  you  think  made 
Nancy  late  for  the  party?**  **From  what  you  have  read,  try  to  describe 
what  you  think  will  happen  next.**) 

Criteria  for  Success.  Conq^rehenslon  - The  child  must  under- 
stand at  least  three- fourths  of  the  main  Ideas  pertaining  to  the 
selection  read;  I.e. , he  must  answer  three-fourths  of  the  questions 
correctly; 

Hord  Recognition  - The  child  must  recognize  SOIL  of  the  words; 

^•e. , he  must  not  miss  more  than  one  of  each  of  the  twenty  words  he 
reads.  (This  criterion  includes  misses  both  In  silent  reading  and  In 
oral  re-reading.)  Proper  names  and  additional  misses  on  the  same 
word  are  not  counted. . 

Determining  Instructional  Level.  — The  reading  Instructional 
level  Is  the  highest  level  at  which  the  child  meets  both  criteria 
for  success. 

Procedures  for  Administering  the  Informal  Reading  Inventory.  -- 
(1)  Assemble  the  materials  to  be  used.  (2)  Decide  on  a story  In 
which  the  child  Is  likely  to  succeed.  (3)  After  a quick  attempt  at 
motivation,  ask  the  child  to  read  the  selection  silently.  (4)  As  the 
child  reads  silently,  record  any  words  on  which  he  requests  help. 

Mark  any  symptoms  of  poor  reading.  Record  these  on  the  guide  sheet. 
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(5)  Ask  the  child  questions  from  the  selection.  Record  ”plus”  for 
correct  answers,  ’’minus”  for  incorrect  answers.  (6)  Have  the  child 
read  the  same  selection  orally.  Record  any  words  he  misses.  Check 
symptoms  of  poor  reading.  (7)  Determine  whether  the  child  ftatia flea 
both  criteria  for  success-^comprehenslon  and  word  recognition.  If 
so,  take  him  to  the  next  higher  level  book  and  repeat  from  item^three^. 
Continue  until  he  fails.  The  child’s  reading  instructional  level  la 
the  highest  level  at  which  he  meets  both  criteria.  If  he  falls  on  the 
first  selection,  go  to  a lower  level. 

Informal  Reading  Inventory  Guide  Sheet . — The  guide  sheet  has 
been  prepared  to  aid  the  examiner  in  recording  the  results  of  the 
Informal  reading  Inventory.  All  records  should  be  kept  on  this  guide. 

It  may  be  duplicated  for  teacher  use.  One  sheet  will  usually  be 
sufficient  for  a child  since  up  to  four  trials  may  be  recorded  on  one 
form.  If  five  or  more  levels  are  used,  a second  copy  of  the  form  will 
be  necessary. 

To  help  the  examiner  become  oriented  to  the  inventory  guide,  each 
section  will  be  discussed.  It  will  be  noted  that  the  top  two  lines 
consist  of  identifying  data.  The  remaining  parts  of  the  guide  are  , 
labeled  alphabetically,  except  for  the  space  for  the  examiner  to  enter 
his  own  name. 

The  examiner  should  fill  in  as  much  of  the  identifying  information 
in  the  top  two  lines  as  he  can  at  the  beginning  of  the  inventory.  The 
name  of  the  pupil,  the  date,  the  series  of  textbooks  being  used,  and 
the  difficulty  level  of  the  book  to  be  used  as  the  first  trial  can  all 
be  written  in  before  the  inventory  is  started.  The  examiner  should  be 
certain  to  record  accurately  the  difficulty  levels  used  at  each  trial. 
In  the  blank  opposite  number  1 should  be  entered  the  difficulty  level 
(as  3^  for  third  grade,  second  semester)  of  the  first  book  tried.  Each 
time,  as  a new  level  is  tried,  the  difficulty  level  of  the  book  should 
be  entered. 

Words  Asked  During  Silent  Reading.  --As  the  child  asks  for  help 
on  a word,  the  examiner  should  record  that  word  in  the  appropri^ate 
space.  Words  asked  on  the  first  book  used  would  be  recorded  in  the 
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''Trial  I**  space,  and  so  on.  These  words  will  be  counted  later  and 
entered  in  Sunmary  of  Word  Recognition.  If  no  words  are  asked,  "none" 
in  large  letters  should  be  written  in  the  space. 

Woyds  Missed  in  Oral  Reading.  — As  the  child  is  reading  the 
selection  orally  (after  the  comprehension  che^) , the  examiner  records 
words  on  which  he  requests  help  and  words  he  mispronounces.  The 
examiner  may  put  the  child's  pronunciation  of  the  mispronounced  word 
in  parentheses  following  the  word.  If  the  chilS  omits  a word,  enter 
the  word  and  put  an  "0?*  in  parentheses  following  the  word.  If  the 
child  adds  a word,  enter  the  word  and  put  an  "A"  in  parentheses 
following  the  word.  The  examiner  should  make  certain  to  enter  the 
words  toissed  In  oral  reading  under  the  appropriate  trial.  If  no  words 
are  missed,  he  will  write  "none"  in  large  letters.  QjJhen  omitted  and 
added  words  are  to  be  counted  in  the  total  words  missed,  will  be 
discussed  in  Summary  of  Word  Recognition.  They  will,  however,  always 
be  recorded  under  Words  Hissed  in  Oral  Reading.) 

Sunmary  of  Word  Recognition.  — At  the  end  of  a trial,  the 
examiner  will  enter  (1)  the  number  of  words  in  the  selection,  (2)  the 
silent  words  asked  (taken  from  Words  Asked  During  Silent  Reading, 
counting  repeated  misses  only  one  time,  and  not  counting  proper  names), 
(3)  oral  words  asked  (taken  from  Words  Missed  in  Oral  Reading,  counting 
repeated  misses  only  one  time,  not  counting  proper  names,  and  omitting 
words  previously  recorded  under  silent  words  missed),  (4)  total  words 
missed  (obtained  by  adding  silent  words  missed  and  oral  words  missed-- 
if  duplicate  misses  were  eliminated  before  recording  number  of  oral 
words  missed— that  is,  eliminating  from  the  number  of  oral  words  missed 
any  words  that  were  previously  missed  in  silent  reading) . If  the  total 
words  missed  is  not  more  than  1 in  20,  then  S will  be  circled.  If  the 
total  words  missed  is  more  than  1 in  20,  then  P will  be  circled. 

The  examiner  must  decide  whether  to  count  additions  and  omissions 
in  the  words  missed.  If  the  word  added  or  omitted  is  an  inconsequential 
word.  Such  as  a,  aa,  or  the . and  really  makes  no  difference,  do  not 
count  it.  Enter  it  under  Vords  Missed  In  Oral  Reading,  but  draw  a line 
through  It  to  indicate  that  it  is  unimportant.  If  the  word  added  or 
emitted  changeB  the  meaning  in  any  way,  count  it  as  a missed  word. 
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In  ovder  to  keep  from  cpootlng  in  the  total  the  eapie;^ord,inoire%  , 
than  once,  It  Is  a good  idea  to  go  through  Words. Asked  During  Silent, 
Reading  and  Words  Missed  in  Oral  Reading  and.  draw  a light  pencil  line 
through  repeated  words.  For  instancef  if  thought  is  recorded  twice 
under  Trial  1 in  Words  Asked  During  Silent  Reading  and  once  under  . 

Trial  1 in  Words  Missed  in  Oral  Reading,  then  the  second  listing  in  O;  ^ 
Words  Asked  in  Silent  Reading  and  the  listing  in  Words  Missed  in  Oral 
Reading  should  be  crossed  out  by  means  of  a line  drawn  through  the 
word.  This  will  remind  the  examiner  to  count  it  once  only  in  his  totals. 
A line  may  also  be  drawn  through  a proper  name  as  a reminder  not  to 
count  it  in  the  totals. 

.Comprehension  After  Silent  Reading.  — The  examiner  should  enter  v 
a plus  for  each  correct  ansvier  and  a minus  for  each  incorrect  answer# 
When  the  questions  are  all  answered  he  will  circle  S if  as  many  as  3 of 
4 or  6 of  8 questions  are  answered  .correctly.  |le 
indicating  "poor”,  if  the  criterion  of  "75  per  cent  comprehension"  is 
not  met. 

Silent  Reading  Check  List . — The  examiner  should  check  each 
symptom  of  poor  reading  as  he  notes  it  during  the  silent  reading  of 
a selection.  It  is  Important  to  check  each  symptom  under  the  correct . 
trial  because  some  symptoms  may  be  in  evidence  at  one  level  but  not 
at  another. 

Oral  Reading  Check  List.  — Before  moving  to  another  book,  the 
examiner  should  check  the  symptoms  of  poor  reading  noted  in  the  child'  s 
oral  reading.  Again,  it  is  important  to  check  the  symptoms  in  the 
appropriate  column.  For  Instance,  "tense  or  nervous"  may  be  checked 
only  on  the  failing  level  -*  where  material  is  too  difficult,  and  the 
examiner  needs  to  be  able  to  tell  this  when  he  looks,  perhaps  several 
days  later,  at  the  inventory  guide. 

Instrtictional  Level.  The  examiner  should  enter  the  instructional 
level  in  the  blank  provided.  The  instructional  level  is  the  highest 
level  at  which  both  criteria  for  success  are  met.  Sometimes,  because 
of  excessive  faulty  reading  habits  or  symptoms,  the  examiner  may  drop 
to  a lower  level  for  the  recomoended  instructional  level . 
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Notes  on  Word  Attack*  “*■  The  examiner  should  make  abbreviated 
notes  on  anything  discovered  about  the  child’s  word  attack  skills. 
Coninents  such  as  these  may  be  made:  ** leaves  off  word  endings,"  "appears 

to  break  words  into  syllables,"  "spells  all  words,"  "confuses  similar 
looking  words,"  and  "repeated  several  phonics  principles  as  he  tried 
to  pronounce  a silent  e word." 

Other  Sources  of  Information  on  the  informal  Reading  Inventory. 
More  details  on  this  informal  reading  inventory  are  given  In  the 
following  sources: 

I.  E.  Aaron.  "An  informal  Reading  Inventory,"  Elementary  English, 
November,  1960,  p.  457-460. 

I.  E.  Aaron.  Teaching  Word  Recognition  Skills  jUa  Georgia  Schools. 
Atlanta:  Georgia  State  Department  of  Education,  1961.  (See  Chapter  8, 

"Determining  the  Instructional  Level,"  p.  46-49.) 
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Storlea  Used  xylth  Subjects 


(Note;  The  stories  below  used  with  tlie  subjects  lu 
administering  the  Informal  Reading  Inventory;  Form  SF.  For  space 
reasons,  the  stories  are  presented  here  In  compressed  form.  When 
they  were  used  with  the  subjecta,  each  story  was  on  one  side  of  a 
separate  page  and  each  story  was  typed  trlple.-spaced'ln  pica  type;  the 
margins  used  here  are  the  same  as  those  used  In  the  pupil's  books.) 

A GOGD  DOG 

• 

"No,  Fuff,  no!"  said  Dick. 

"Go  away!  Go  away,  Fuff! 

Fete  and  I want  the  red  ball. 

You  can't  help  us  find  It." 

Fete  said,  "I  see  a little  blue  ball. 

But  I can't  find  a red  one  In  here." 

Dick  said,  "Where  Is  that  red  ball? 

1 can't  find  It." 

"Spot  can!"  said  Pete. 

"Here  comes  Spot  with  the  red  ball^" 

"Hello,  Spot,"  said  Dick. 

"You  are  a good  dog! 

Thank  you  for  the  red  ball." 


TIMS  TO  GO  HOME 

"Good-by,  Miss  White!"  said  Patty. 
"I  want  to  get  home  fast. 

I want  to  read  my  new  book." 

"Good-by,  Fatty,"  said  Miss  White. 
"Good-by,  boys  and  girls. 

Have  fun  with  your  new  books." 

"Good-by!"  said  the  boys  . and  girls. 
"Good-by,  Miss  White!" 

Then  out  they  all  went. 
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Soon  Dtok  and  Tom  came  back. 

'*Hiss  White J”  said  Dick. 

"Torn  and  I can’t  find  Pete* 

We  did  not  see  him  come  out. 

Did  you  see  which  way  he  went?" 

Miss  White  laughed. 

"Maybe  Pete  did  not  go  out,"  she  said. 
"I  know  where  to  look  for  him." 

Soon  she  called,  "Dickt  Tom! 

Here  is  your  friend  Pete." 


THE  BIG  BOK 

Bob  Wills  called  to  his  friend  Pete. 

"Can  you  go  to  the  park  and  play  ball  this  morning?" 
asked  Bob. 

"Yes,"  said  Pete-,  "But  I have  some  york  to  do  first." 

Bob  said,  "1*11  come  back  as  soon  as  I take  Mother's 
things  home  to  her.  1*11  be  glad  to  help  you  with  the  work. 
Then  we  can  go  to  the  park  and  play." 

Soon  Bob  was  back  at  Pete's  house. 

"What  can  I do  to  help?"  asked  Bob, 

Pete  said,  "Just  one  thing.  You  can  help  me  move  this 
big  box. 

I will  call  one,  two,  three.  When  I call  three,  let's 
both  try  to  move  the  box." 

"It  will  be  easy  for  both  of  us  to  move  it."  said  Bob. 


FOR  A RAINY  DAY 

"Look  at  that  blue  plane,  Tom,"  said  Bill  Stone.  "It’s 
only  a dime.  1 think  I'll  go  home  and  get  some  money  out  of 
my  batdc  and  come  back  and  buy  it.  Will  you  go  with  me?" 

"I  can't,"  answered  Tom  Snow.  "I  told  my  mother  I would 
come  home  and  clean  my  room  after  school." 

Bill  said  good-by  to  his  friend  and  ran  home  to  get  a dime. 
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Just  as  Bill  gave  his  bank  a shake,  his  mother  valked  into 
his  room. 

”1  wish  I could  open  this  bank,”  he  said.  ”Then  I 
get  the  money  out  of  it  fast.  I saw  a little 
a dime.  It*s  really  a good  plane.  So  I*ve  decided  to  buy 

it.” 

Bill  gave  his  bank  another  shake,  and  a dime  fell  out. 


FUNNY  FACES 

George  Cook  was  walking  up  First  Street,  whlstlli^.  His 
hands  were  in  his  pockets.  His  cap  was  pushed  back  on  his 
head,  and  he  was  whistling  as  loud  as  he  could. 

In  front  of  one  store  window  he  stopped.  There  in  the 
window  he  saw  a bait  pail.  It  made  George  think  of  summer 
and  the  fun  he  would  soon  have  fishing  with  his  father. 

Still  whistling,  he  went  on  up  the  street.  When  he  came 
to  the  window  of  the  First  Street  Gift  Shop,  he  looked  in, 

George  saw  nothing. in  the  shop  window  that  Interested 
him.  There  were  just  some  glasses,  plates,  and  a few  other 
things. 

All  of  a sudden  George  stopped  whistling.  He  saw  a very 
funny  looking  boy  Inside  the  window.  This  boy  had  red  hair 
that  was  falling  over  one  eye.  He  had  on  clothes  just  like 
the  clothes  that  George  was  wearing. 

George  suddenly  knew  that  he  was  seeing  himself  in  an  old, 
old  mirror. 

He  started  to  make  faces  in  the  mirror  to  see  if  he  could 
look  funnier  still. 


OUT  OF  HER  SHELL 

Kirsten  walked  slowly  into  the  schoolyard.  Little 
groups  of  girls  were  standing  around,  laughing  and  talking. 
Kirsten  wished  she  felt  free  to  join  one  of  the  groups*  But 
she  didn't. 

School  in  this  new  country  was  all  right  inside  .the 
schoolroom.  She  didn't  feel  left  out  of  things  when  she  sat 
at  her  desk  with  her  head  behind  a bopk.  ” If  only  we  had 
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stayed  In  Denmark,"  she  thought.  There  she  had  been  part  of 
a friendly  group  of  girls  and  hadn*t  had  to  learn  new  ways. 

Kirsten  was  glad  when  it  was  time  to  go  into  the  school 
building. 


THE  DAY  WE  MADE  THE  EIECTRO-THIHKER 

**Rupert,"  my  mother  said  at  breakfast,  "what  in  the  world 
are  you  thinking?" 

"Who?  Me?"  I said.  "I  am  waiting  for  my  Pop-0*  s to  stop 
popping  so  I can  eat  them.  They  seem  so  alive  when  they  pop.*' 

Mom  said,  "But  what  were  you  dreaming  about?" 

"Oh,  not  much,"  I said.  "I  was  thinking  about  something 
that  is  out  in  Miss  Smithwick's  alley." 

"Oh  dear*."  Mom  said.  "What  next?" 

"What's  in  the  alley,  Rupert?"  Dad  said. 

"Well,"  I said,  "Miss  Smithwick's  old  piano  box  is  in  the 
alley." 

Mom  looked  at  Dad  and  shook  her  head.  "We  are  as  smart  as 
the  Smedleys*  Why  is  their  Albert  so  smart,  while  our  child 
dreams  great  dreams  about  a piano  box  in  an  alley?" 

"That,"  Dad  said,  "is  one  for  the  Electro-Thinker." 

This  was  a very  good  answer.  An  Electro-Thinker  is  an 
electric  machine  that  can  answer  anything.  You  just  feed  the 
question  into  it,  and  it  buzzes  and  whirs,  and  little  lights 
blink,  and  after  a while,  out  pops  the  answer. 

I ate  my  Pop-0* s and  draidc  my  milk.  "Excuse  me,"  I said. 

Mom  said,  "Where  are  you  going?" 

"Well,  to  find  the  guys." 

"And  where  then?" 

"Mom,"  I said,  "that's  a toughie.  That  is  one  for  the 
E lectro-Thinker . " 
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Mom  looked  at  Dad.  '’Now,"  she  said,  "see  what  you  started, 
Mr.  Piper!  Rupert,  if  you  have  any  notion  of  cluttering  up  our 
yard  with  that  piano  box,  get  it  right  out  of  your  head.  Not 
when  the  Smedleys  are  back  visiting  in  town!  I won't  have  Mrs. 
Smedley  thinking  our  son  drags  in  things  from  alleys." 


TDE  SOUND  OF  SUMMER  RUNNING 


liSte  that  night,  going  home  from  the  show  with  his  mother 
and  father  and  his  brother  Tom,  Douglas  saw  the  tennis  shoes 
in  the  bright  store  window.  He  spun  about,  walking  backward 
to  watch  the  tennis  shoes  left  behind. 

It  was  June  and  long  past  time  for  buying  the  special 
shoes  that  were  quiet  as  summer  rain  falling  on  the  walks. 

June  and  the  earth  seemed  full  of  raw  power,  and  everything 
everywhere  was  in  motion. 

"Dad!"  Douglas  blurted  out.  "In  that  window  back  there, 
those  Cream-Sponge  Para  Litefoot  Shoes——" 

His  father  didn't  even  turn.  "Suppose  you  tell  me  why 
you  need  a new  pair  of  sneakers.  Can  you  do  that,  Douglas?" 

"Well,  Dad,  it's  hard  to  explain." 


A SON  OF  INDU 

Hari  Singh,  farmer,  lives  only  a 
scant  mile  from  a river  that  flows  into  the 
great  Ganges.  His  village  has  been  his 
family's  home,  his  father's  and  his  grand- 
father's, back  through  many  generations. 

Hari  Singh  has  never  lived  anywhere  else,  and 
no  one  in  his  family  has  known  any  life  but 
farm  life. 

In  India  there  are  thousands  of  families 
like  the  Singhs,  who  work  on  the  land  but  make 
their  home  in  a small  community  of  blacksmiths 
and  barbers,  merchants,  dairymen,  weavers, 
cobblers,  ai^  day  laborers.  In  the  beginning, 
farmers  settled  near  each  other  because  they 
feared  wild  animals  and  roving  bands  of  thieves. 
They  felt  safer  living  near  other  people  who 
could  help  them  if  they  had  trouble.  They  also 
believed  that  evil  spirits  roamed  the  earth  to 
harm  people.  The  farmers  of  North  India  still 
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haye  these  same  fears.  So  they  live  in  snAll 
villages  for  safety.  They  go  out  to  their 
farms  in  the  morning  and  return  at  night  for 
food  and  sleep. 


Questions  for  Stories  and  Answers  to  Questions 

Primer  - "A  Good  Dog,**  Fun  with  our  Friends,  pp^  24-25.  77  words 

(Because  of  reading  level,  fewer  than  100  words  are  used.) 

1 What  did  Dick  and  Pete  want?  (The  red  ball.) 

. 2.  What  kind  of  ball  . did  Pete  see  when  he  was  looking  for  the  red 
ball?  (A  blue  ball.) 

3«  Where  was  the  red  ball?  (Spot  had  it.). 

4.  What  do  you  think  Dick  and  Pete  did  nejct?  (Accept  any  reasonable 
answer..  Probably  went  to  play  ball  is  a logical  response.) 

1 - **Time  to  Go  Home,*’  More  Fun  with  Our  Friends,  pp.  20»2l. 

105  words. 

1,  Why  did  Patty  want  to  get  home  fast?  (To  read  her  new  bode.) 

2.  What  did  Miss  White  tell  the  children  to  do  xd.th  their  books? 

(Have  fun  with  them.) 

3-  Why  did  Dick  and  Tom  come  back?  (They  couldn’t  find  Pete.) 

4.  Where  do  you  think  Pete  was?  (Accept  any  reasonable  answer. 
Probably  reading  his  book  is  a logical  answer.) 

2^  - **The  Big  Box,**  Friends  Old  and  New,  pp.  35-36.  122  words; 

1.  ' Where  did  Bob  ask  Pete  to  go?  (To  the  park.) 

2.  Why  did  Bob  want  Pete  to  go  to  the  park?  (To  play  ball.) ’ 

3.  What  was  Pete’s  answer  when  Bob  ask^  him  to  go  to  the  park?  * (He 
said  he  could  go  but  he  had  to  finish  some  work  first.) 

4.  Why  did  Bob  go  home  before  he  helped  Pete  with  his  work?’  (To-takc-' 
his  mother's  things  to  her.) 

5.  What  job  did  Pete  want  Bob  to  help  him  do?  (Move  a big  box.) 

6.  Why  did  Pete  say  he  would  count  to  three  before  trying  to  move  the* 
box?  (So  they  would  lift  or  push  together.) 

7.  Did  Bob  and  Pete  live  in  town  or  in  the  coiintry?  (Town)  How  do  yon 
know?  (Went  to  park  to  play.) 

8.  Why  do  you  think  Pete  wanted  to  move  the  big  box?  (Accept- ‘Sny*  " 
reasonable  answer.) 

2 

2 - **For  a Rainy  Day,**  More  Friends  Old  and  New,  pp*  25- 26*- 

133  words. 

1.  What  did  Bill  want  Tom  to  see?  (A  blue  plane.) 

2.  What  did  the  plane  cost?  (A  dime.) 

3.  Where  did  Bill  say  he  would  get  the  money  to  buy  the  plane?  (Out 
of  his  bank.) 
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4*  Why  did  Tom  say  he  could  not  go  home  with  Bill  to  get  the  money? 
(Told  his  mother  he  would  come  home  and  clean  hie  room.) 

5.  Who  came  in  the  room  just  es  Bill  gave  his  ban^  a shake?  (His 
mother.) 

6.  What  fell  out  of  Bill’s  bank  when  he  shook  it?  (A  dime.) 

7.  Do  you  think  Bill  should  have  taken  a dime  from  his  bank?  Why? 
(Accept  any  reasonable  answer.) 

8.  How  old  to  you  think  Bill  and  Tom  were?  Why?  (Accept  any  reason- 
able answer.) 

3^  - ’’Funny  Paces, Roads  to  Follow,  pp.  39**40.  177  words. 

1.  What  was  George  doing  as  he  walked  up  First  Street?  {Whistling.) 
2c  What  did  George  first  see  in  the  store  window?  (A  bait  pail.) 

3.  What  did  the  bait  pail  make  him  think  about?  (Summer;  fun 
‘ fishing  with  his  father.) 

4.  What  things  did  George  see  ia  the  gift  shop  window?'  (Glasses, 
plates,  and  a few  other  things.)  How  interested  x«as  he  in  these? 
(He  was  not  very  interested  in  them.) 

5.  What  caused  George  to  stop  whistling?  (He  saw  himself  in  an  old 
mirror.) 

6.  What  did  he  do  when  he  realized  it  was  a mirror  he  saw?  (He  made 
faces  in  the  mirror.) 

7.  Why  do  you  suppose  George  was.  walking  down  the  street  whistling? 
(Accept  any  reasonable  answer.) 

8.  Why  do  you  suppose  George  made  faces  in  the  mirror?  (Accept  any 
reasonable  answer.) 

3^  - ’’Out  of  Her  Shell,”  More  Roads  ^ Follow,  p.  20. 

100  words 

1.  What  did  Kirsten  see  when  she  came  into  the  schoolyard?  (Little 
groups  of  girls.) 

2.  What  dfid  Kirsten  wish?  (That  she  felt  free  to  join  one  of  the 
groups  of  girls.) 

3.  What  were  the  girls  doing?  (Laughing  and  talking.) 

4.  Why  did  Kirsten  feel  that  she  couldn't  join  the  girls?  (She  wts 
new  in  this  cotmtry.) 

5.  When  did  she  feel  she  was  not  left  out?  (When  she  sat  at  her 
desk  with  her  head  behind  a book.) 

6.  From  what  country  did  Kirsten  come?  (From  Denmark.) 

7.  Why  was  Kirsten  glad  it  was  time  to  go  into  the  school  building? 
(She  would  feel  at  home  at  her  desk.) 

8.  Why  do  you  think  the  girls  did  not  invite  Kirsten  to  join  them? 
(Accept  any  reasonable  answer.) 
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4 - "Xbe  Oay  He  Made  the  Electro-Thinker,"  Ventures, 

p.  38.  182  words. 

1.  Who  Is  Rupert?  (The  one  who  is  telling  the  story.) 

2e  What  do  you  think  Pop-0* s are?  (Breakfast  food.) 

3.  What  did  Rupert's  mother  ask  him?  (What  he  was  thinking.) 

4.  What  was  Rupert  thixiking  about?  (An  old  piano  box  in  the  alley.) 

5.  Did  Rupert's  Mother  think  he  was  as  smart  as  Albert  Smedley?  (No.) 
How  do  you  know?  (Mother  asked  why  Albert  was  so  smart  while  her 
son  dreams  about  a piano  box  in  an  alley.) 

6.  What  is  an  Electro-Thinker?  (Electric  machine  that  can  answer 
anything.) 

7.  Do  you  think  there  is  such  a thing  as  an  Electro-Thinker?  Why? 
(Accept  any  reasonable  answer.  Child  may  describe  a computer.  If 
he  gives  logical  explanation,  accept  it  as  correct.) 

8.  What  sort  of  person  do  you  think  Rupert  was?  Why  do  you  answer  as 
you  do?  (Accept  any  reasonable  answer.) 

5 - "The  Sound  of  Summer  Running."  Vistas,  pp.  27-28 

(Through  three  paragraphs  on  p.  28.)  118  words* 

1.  What  did  Douglas  see  in  the  bright  store  window?  (Tennis  shoes.) 

2.  How  did  he  feel  about  the  shoes?  - (He  wanted  them.) 

3.  What  time  of  the  year  was  it?  (June;  late  spring  or  early  summer.) 

4.  Just  as  Doisglas  saw  the  shoes,  what  did  he  do?  (He  spun  around 
and  walked  backwards  so  he  could  watch  the  shoes.) 

5.  When  Douglas  started  to  talk  about  the  shoes  to  his  Dad,  what 

did  his  father  say?  ("Tell  me  why  you  need  a new  pair  of  sneakers.") 

6.  What  was  Douglas'  answer?  ("It's  hard  to  explain.") 

7.  How  do  you  think  Douglas  could  have  explained  to  his  fother  why  he 
needed  the  shoes?  (Accept  any  reasonable  answer.) 

8.  The  writer  stated:  "June  and  the  earth  seemed  full  of  raw  power, 

and  everything  everywhere  was  in  motion."  Explain  what  he  meant. 
(Accept  any  reasonable  answer.) 

6 - "A  Son  of  India,"  Calvacades . pp.  35-36  (Complete 
paragraph  at  top  of  page.)  167  words. 

1.  What  was  Hari  Singh's  occupation?  (Farmer.) 

2.  Where  was  his  home  located?  (About  a mile  from  a river  that  flows 
into  the  Ganges.)  (If  child  answers  "in  a village,"  then  ask  him 
where  the  village  was  located.) 

3.  How  long  have  members  of  the  Singh  family  lived  in  the  same  village? 
(For  many  generations.)  (If  child  answers  "for  a long  time,"  then 
ask  him  how  he  knows  this.  This  will  lead  him  to  answer  correctly 
if  he  remembers  the  correct  answer.) 

4.  Why  in  the  beginning  did  farmers  in  North  India  settle  near  each 
other?  (Because  they  were  afraid  of  wild  animals  and  thieves.) 


Why  do  the  famers  of  Worth  India  still  live  In  small  villages? 
(They  still  have  the  same  fears  their  forefathers  had  — wild 

animals,  thieves,  evil  spirits.)  . 41 

What  are  some  of  the  occupations  of  people  who  live  in  the  villages 
of  North  India?  (Farming,  barberlng,  blacfcOTlthlng,  merchanting, 
dairying,  weaving,  cobbling,  day  laboring.)  (If  the  child  cites 
three  of  these,  give  him  credit  for  the  question.) 

How  do  you  think  Hari  Singh  would  feel  if  he  moved  to  a large  city? 
Why?  (Accept  any.  answer  indicating  he  would  be  insecure  because  or 
the  strangeness.  *'•  . • no  one  in  his  family  has  known  any  Ufa 

but  farm  life.*')  . 41 

Why  do  you  think  these  farmers  of  North  India  believe  that  evil 

spirits  roam  the  earth  to  harm  people?  (Accept  any  reasonable 
answer,  such  as  that  they  had  this  belief  passed  on  to  them  by 
their  parents  and  that  they  are  relatively  isolated  from  the 
outside  world.) 
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Informal  Reading  Inventory 
Guide  Sheet 

Name: 

Date: 

(U.GA. Reading  Clinic  Form  7) 

Series: 

Trial  Levels:  1 , 2 

, 3 

> 4 

A.  WORDS  ASKED  DURING  SILENT  READING: 

Trial  1 

Trial  2 

Trial  3 

Trial  4 

B.  WORDS  MISSED 

IN  ORAL  READING: 

Trial  1 ! 

;Trial  2 

Trial  3 

Trial  4 

C.  SI3MMARY  OF  WORD  RECOGNITION; 


Trial 

1 

Trial 

2 

Trial 

3 

Trial: 
4 : 

Words  in  Selection 

• 

• 

Silent  Words  asked 

• 

• 

Oral  words  missed 

• 

• 

TOTAL  WORDS  MISSED 

• 

• 

Satis,  or  Poor 

S P 

S P 

S P 

S P : 

E.  SILENT  READING  CHECK  LIST; 


D.  COMPREHENSION  AFTER  SILENT  READ; 
Trial  1 Trial  2 Trial  3 Trial  4 


^ Moves  lips,  no  sound 
Whispers 

X Points  at  words 
Book  held  too  close 
Book  held  too  far  away 
Appears  tense 
i Moves  head 
X Reads  slowly 


6.  INSTRUCTIONAL  LEVEL: 


H. 


NOTES  ON  WORD  ATTACK: 


F,  ORAL  READING  CHECK  LISTi 


Word-by-word  reader 
Inappropriate  phrasing 
Ignores  Punctuation 
Many  mispronunciations 
Faulty  enunciation 
Monotonous  voice 
High-pitched  voice 
Tense  or  nervous 
Excessive  repetitions 
Loses  place 
Poor  sight  vocabulary 
Context  guesses  wrong 
Poor  word  attack  skills 
Reads  slowly 
Skips  words 
Adds  words 
Reads  too  fast 
Unknown  words  not  tried 


Examiner 
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INFERENTIAL  STATISTICS:  SUBJECT  VARIABLES 

I 


*. 


ItjgEREtrrXAL  STATISTICS!  Subject  Varlablea 

Table  A2 
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Retarded  and  Normal  Groups : Analyses  of  Variance 
for  IQ,  MA,  CA,  and  Reading  Achievement  Level 

A*  Subjects  Organized  by  Reading  Instructional  Levels  2,  3,  4,  5 


Source 
of 

variation 


df 


IQ 


Mean  squares 
MA 


CA 


Reading 

level 


Groups 

1 

47,437.04 

118.52 

166,278.00 

0.46 

Levels 

3 

18.02 

11,806.89 

17,039.71^ 

91.86 

GstL 

3 

135.71 

13.31  • 

767.71 

0.13 

Error 

208 

59.88 

48.35 

552.50 

0.48 

•_ 

B. 

Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 

Source 

of 

variation 

df 

IQ 

Mean  squares 
MA 

CA 

Reading 

level 

Groups 

1 

47,437.(» 

118.52 

166,278.00 

0.46 

Levels 

1 

41.78 

28,566.00** 

41.638.89** 

204.17 

GxL 

Error 


1 

212 


14.00 

60.66 


16.67 

174.22 


2,047.34 

588.00 


0.02 

0.81 


•Me 


P of  F <.01 


IITOEflIIMi,.&TAnSXlG8^ 
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Table  A3 


Retarded  and  Normal  Groups;  Mean  Separation  for 
Multigroup  Comparisons  Yielding  Significant 

£ ratios 


A*  Subjects  Organised  by  Reading  Instructional  Levels  2,  3,  4»  5 


Variable 

Comparison 

df 

t ratio 

mm 

Relation- 

ship 

2:3 

106 

10.22 

2<3 

liA 

3:4 

106 

11.78 

3<4 

4:5 

106 

12.22 

4<5 

2:3 

106 

11.78 

1.905  =*■ 

2<3 

CA 

3:4 

106 

14.59 

3<4 

4:5 

106 

14.57 

1.S70* 

4<5 

2:3 

106 

0.81 

2<3 

Reading 

level 

3:4 

106 

0.83 

S.99S  ** 

3<4 

LTj  >#m'P“rTW ■ miv  mii 

4:5 

106 

1.41 

9.aG3** 

4<5 

P <*05;  P <«01:  one**talled  tests  in  all  comparisons 

Table  A4 

Retarded  and  Normal  Groups:  Chi  Square  Analyses 

of  Distributions  of  Males  and  Females 


mm 


Organised  by  R.I.L. 
3,  4,  5 


Organized  by  primary  and 
intermediate  R*I«L. 


R.X«L«  df  Chi  square 


R.I.L,  df  Chi  square 


2(R;N) 

3(R:N) 

4(R:N) 


1 

1 

1 


0.00 

0.00 

0.30 


P(R;N)  1 0.00 

I0it;N)  1 0.15 


IHPERENTXAL  STATISTICS g Subject  Variables 
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Table  A2 


Eetarded  and  Normal  Groups:  Analyses  of  Variance 
for  IQ,  HA,  CA,  and  Reading  Achievement  Level 

A*  Subjects  Organized  by  Reading  Instructional  Levels  2,  3,  4,  5 


Source 

of 

variation 

df 

IQ 

Hean  squares 

m 

CA 

Reading 

level 

Groups 

1 

47,437.04** 

118.52 

166,278.00 

0.46 

Levels 

3 

18.02 

11,806.89 

'/tic 

17,039.71 

91.86 

3 

135.71 

13.31  ' 

767.71 

0.13 

Error 

208 

59.88 

48.35 

552.50 

0.48 

B. 

Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 

Source 

of 

variation 

df 

IQ 

Mean  squares 
MA 

CA 

Reading 

level 

Groups 

Levels 

1 

1 

47,437.04** 

41.78 

118.52 

28,566.00. 

166,278.00** 

Me 

41.638.89 

0.46 

204.17 

GscL 

1 

14.00 

16.67 

2,047.34 

0.02 

Error 

212 

60.66 

174.22 

588,00 

0.81  ■ 

" T,  , , r 

Me 

P of  P <.01 


mBEBEMim  SIATISTICSt  Subject  Variables 
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Table  A5 


Normal  and  Superior  Groups:  Analyses  o£  Variance 
£or  IQ,  MA»  GA,  and  Reading  Achievement  Level 

A.  Subjects  Organized  by  Reading  Instructional  Levels  2>  3^  4,  5 


SI 


Source 

o£ 

variation 

d£ 

IQ 

Mean  squares 
MA 

CA 

Reading 

level 

Groups 

1 

35,655.15** 

38,869.64** 

73.48 

58.83 

Levels 

3 

53.63 

16,522.37 

iWr 

10,942.00 

90.19 

GxL 

3 

85.79 

626.14 

31.81 

6.49 

Error 

192 

50.58 

68.60 

124.86 

0.73 

B.  Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 


Source 

o£ 

variation 

d£ 

IQ 

Mean  squares 
MA 

CA 

Reading 

level 

Groups 

1 

35,655.15** 

38,869.64 

73.48 

58.83** 

Levels 

1 

0.72 

4c4t 

37,950.13 

24,619.81** 

178.61** 

GkL 

1 

14.11 

936.52 

19.67 

0.31 

Error 

196 

51.60 

131.28 

164.56 

1.28 

** 


P o£  F <.01 


INFERENTIAL  STATISTICS}  Subject  Variables 

Table  A6 
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Nocroal  and  Supetioi?  Groups!  Mean  Separation  for 
Multigroup  Comparisons  Yielding 
Significant  F ratios 


Subjects  Organized  by  Reading  Instructional  Levels  2,  3,  4,  5 


Variable  Comparison  df 

2:3  98 

3!4  98 

4!5  98 

MA  2(N!S)  48 

3(N!S)  48 

4(N!S)  48 

5(N:S)  48 


X.-X. 
i J 


t ratio 


13.28 

12.42 

16.98 

21.19 

26.07 

26.66 

37.97 


3.937 


4.224 

4,489 


Me 


Mt 


9.398 


Wv 


14.480 


14.642 


itit 


11.129 


^ 7w» 


Relation- 
ship 

2<3 
3<4 
4<5 
N<S 
N<S 
N<S 
N<S 


2:3 

98 

12.64 

12.936 

2<3 

CA 

3:4 

98 

9-38 

9.244 

3<4 

.4:5 

98 

12.98 

4.351** 

4<5 

2:3 

98 

1.48 

Me 

6.497 

2<3 

3:4 

98 

0.54 

2.030* 

3<4 

4:5 

98 

1.22 

6.354 

4<5 

Reading 

2(N:S) 

48 

0.32 

1.671 

N-S 

level 

3(N:S) 

48 

2.00 

6.387** 

N<S 

4(N:S) 

48 

1.25 

4.268 

NCS 

5(N:S) 

48 

0.76 

5.089 

N<S 

llTFEHEtglAL  STATISTICS;  Subject  Variables 
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Table  A6  (Continued) 


B*  Subjects  Organized  by  Primary  and  Intermediate 
Reading  Instructional  Levels 


Variable 

Comparison 

df 

x.-x. 

i j 

t ratio 

Relation- 

ship 

MA 

P(N:S) 

liN;S) 

98 

98 

23.63 

32.38 

11.787 

11.982 

N<S 

N<S 

*P  <.05;  **P  <.01;  one-tailed  tests  in  all  comparisons  except  one  set 
reading  achievement  level,  N;S  at  each  reading  instructional  levea. 


Table  A7 


Normal  and  Superior  Groups:  Chi  Square  Analyses 

of  Distributions  of  Males  and  Females 


Organized  by  R.I.L. 
2,  3,  4,  5 

Organized  by 

intermediate  R.I.L. 

R.I.L. 

df  Chi  square 

R.I.L. 

df 

Chi  square 

2(N:S) 

1 2.71 

3(N:S) 

1 0.35 

P(N;S) 

1 

0.5485 

4(N:S) 

1 0.00 

I(N:S) 

1 

0.2510 

5(N;S) 

I-* 

o 

• 

00 

E 

4 3.54 

Z 

2 

0.7995 
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SOME  GUIDES  FOR  TEACHINS  BASAD 
BEADING  EFFECTimy 


GUIDES  VGR.  TEACHHIS  READIES 
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A.  Time 

!•  Take  adequate  time  to  teach  thoroughly  the  comprehension  and 
word  perception  skills*  (Two  or  three  teaching  periods  will 
be  necessary  for  each  selection  in  the  basal  reader^  in  most 
instances.  A skill  that  is  Introduced  does  not  have  to  be 
mastered  completely  before  moving  on  because  it  will  be  re- 
viewed and  extended  in  later  selections.  The  teacher  must  use 
his  own  Judgment  to  decide  when  to  add  additional  practice  and 
when  to  rely  on  what  the  guidebook  will  suggest  later  for  the 
additional  practice.) 

2.  Follow  the  approximate  time  schedule  suggested  for  your  particu- 
lar teaching  levels  in  teaching  basal  reading.  (A  suggested 
minimum  time  to  be  devoted  to  basal  reading  instruction  will 

be  discussed  with  you.  This  does  not  have  to  be  followed 
rigidly  each  day,  but  the  amount  of  time  devoted  to  basal 
reading  instruction  should  be  followed  on  a weekly  basis. 

This  is  necessary  for  comparative  purposes.) 

B.  Use  of  Basal  Readers 

3.  Teach  children  in  basal  readers  that  arc  suited  to  their  read- 
ing levels.  (If  reading  instruction  is  to  be  effective, 
instructional  materials  must  be  appropriate  for  the  reading 
levels  of  the  children  using  them.  This  means  that  superior 
readers  will  sometimes  need  to  use  basal  readers  labeled  at 
grade  levels  above  the  level  of  the  grade  in  which  the  children 
are  located.  It  also  means  that  some  children  will  need  basal 
readers  labeled  at  grade  levels  below  the  level  of  the  grade  in 
which  they  are  placed.) 

4.  Read  in  advance  all  selections  in  each  basal  reader  used  in  the 
basal  reading  program.  (For  effective  introduction  of  a se-* 
lection  as  well  as  effective  checking  on  comprehension,  the 
teacher  must  know  the  stories  and  informational  articles 
contained  in  the  basal  readers.) 

5.  Keep  the  basal  reader  at  school  and  place  it  in  the  children’s 
hands  only  when  it  is  needed  for  instructional  purposes.  (The 
basal  reading  period  should  be  a well-planned  and  dynamic 
period.  If  the  teacher  is  to  raise  questions  during  the  readi- 
ness phase  and  have  the  children  read  in  terms  of  these  purposes 
he  must  raise  these  questions  before  the  selection  has  been 
read  by  the  children.  Interest  is  also  killed  by  advance 
knowledge  of  the  story.) 
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C,  Use  of  Guidebooks 

6.  Study  the  guidebook  lesson  plan  thoroughly  before  attempting  to 
teach  the  directed  reading  lesson.  (In  order  to  teach  the 
skills  worked  into  a selection,  the  teacher  must  know  well  the 
authors*  intended  pattern  for  teaching.) 

7.  Deviate  from  the  guidebook  lesson  plan  when  deviation  is  needed 
to  improve  instruction.  (Lesson  plans  in  the  guidebooks  should 
be  adapted  to  meet  the  known  needs  of  the  children  being  taught 
Whenever  children  need  more  or  less  in  the  way  of  exercises, 
the  teacher  should  modify  the  plan.) 

8.  Know  the  basal  reading  skills  and  hew  to  teach  them  efficiently 
and  effectively  so  that  instruction  may  be  modified  to  overcome 
lesson  plan  omissions  in  suggested  skill  practices.  (The 
lesson  plans  in  their  entirety  present  a sequence  for  teaching 
the  skills  and  a reasonably  adequate  number  of  exercises  for 
teaching  the  skills.  Sometimes  guidebooks  do  not  offer  enough 
suggestions  for  developing  certain  of  the  comprehension  or  word 
perception  skills.  This  usually  is  in  the  way  of  suggested 
repetition  for  skill  mastery.  The  teacher  must  know  enough  to 
"fill  the  gaps”  when  they  occur.  In  the  fourth,  fifth,  and 
sixth  grade  guidebooks,  a section  of  additional  exercises  for 
word  perception  practice  is  Included.) 

9.  Teach  the  basal  reading  skills  thoroughly  within  the  framework 
of  the  adopted  basal  reader  series  so  that  systematic  coverage 
of  a second  publisher’s  series  on  the  same  difficulty  levels 
as  the  first  series  will  not  be  necessary.  (It  should  not  be 
necessary  at  any  grade  level  or  with  any  group  of  children  to 
work  systematically  through  another  publisher’s  materials.  A 
few  copies  of  each  of  several  different  publishers’  materials 
may  be  used  for  guided  reading  to  put  into  practice  skills  that 
have  been  learned,  but  the  guidebooks  will  not  be  used  in  this 
practice.) 

Teaching  the  Directed  Reading  Lesson 

10.  Adapt  the  time  spent  in  building  readiness  for  a given  selection 
to  the  children’s  backgrounds  and  the  particular  selection  being 
used.  (Occasionally,  It  may  be  necessaty  to  spend  mote  time  - 
or  less  time  - than  is  suggested  in  the  guidebook.  The  guide- 
book gives  suggested  activities  that  may  be  used  in  introducing 
the  story,  and  this  must  be  adapted  to  the  particular  children 
being  taught.  If  the  children  have  adequate  backgrounds  of 
understanding  and  sufficient  interest,  then  a quick  buildup  is 
all  that  is  needed.  If  they  lack  sufficient  understanding  back- 
ground, then  this  must  be  built  prior  to  the  reading.) 


GUIDES  FOR  TEACHIN5  READING 
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11.  Intsroduce  in  the  readiness  phase  of  the  lesson  only  those  new 
words  that  the  children  cannot  recognize  for  themselves. 

the  children  have  an  adequate  background  for  figuring  out  words 
for  themselves  9 then  the  words  should  be  left  for  them  to 
attack  in  context.  Usually  the  guide  will  give  a clue  to  sug- 
gested procedure  to  follow.) 

12.  Have  the  children  read  silsDtly  before  they  read  orally.  (This 
is  suggested  in  the  guidebook  and  should  also  be  followed  at 
all  times.) 

13.  Ask  different  types  of  questions  in  checking  on  comprehension 
in  oirder  to  develop  a variety  of  comprehension  skills#  (The 
guidebook  gives  a variety  of  questions  that  may  be  used,  but 
the  teacher  will  want  to  add  additional  questions  where  they 
appear  to  be  needed;  that  is,  when  he  is  sure  that  for  his 
children  these  suggested  questions  are  insufficient  for  develop- 
ing all  of  the  important  comprehension  skills.) 

14.  Vary  the  purposes  of  re-reading  a selection  in  order  to  develop 
a variety  of  comprehension  skills.  (Children  read  in  terms  of 
purposes  they  set  or  the  teacher  sets  for  them.  As  the  teacher 
completes  the  readiness  phase  of  the  lesson  plan  — “Establish- 
ing Background,"  Grades  1-3  or  "Introducing  the  Selection," 

Grades  4-6,  he  suggests  a purpose  for  reading.  If  the  teacher 
almost  always  suggests  reading  for  the  same  purpose,  such  as 
getting  the  main  idea,  only  that  one  skill  will  be  developed.) 

15.  Use  follow-up  activities  only  if  they  have  educational  value 
and  contribute  to  the  development  of  reading  skills,  under- 
standings, or  appreciations.  (Good  follow-up  activities  are 
based  on  individual  interests  and  needs.  They  often  will  be 
additional  skill  practice  or  suggested  personal  reading  for  the 
children.) 

16.  Supplement  basal  reading  materials  generously  with  recreational 
and  informational  materials.  (As  soon  as  children  build  up  a 
sufficient  skill  background  to  permit  them  to  read  on  their  own, 
they  should  be  encouraged  to  read  interesting  books  indepen- 
dently. This  permits  the  child  to  put  into  practice  skills 
that  have  been  taught  him.  It  also  helps  to  develop  an  interest 
in  reading.  The  teacher's  guidebooks  contain  numerous  sugges- 
tions for  related  books  that  may  be  used  with  children.  A 
bibliography  of  high  interest,  low  vocabulary  books  will  be 
given  each  teacher  participating  in  the  project.) 

E.  Use  of  Think- and-Do  Books 

17.  Correct  exercises  as  soon  as  possible  and  discuss  results  with 
children,  (if  exercises  are  to  serve  the  purpose  for  ishich  they 
were  designed,  they-  must  be  corrected  soon  after  the  children 
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have  completed  the%  and  the  errors  must  be  reviewed  with  the 
children  so  they  can  correct  their  , mistaken  ideas*  The  sooner 
this*  can  be  done  after  an  exercise  is  completed,  the  more 
-•effective  the  exercise  will.be  as  a teaching  device*) 

18  r Become  -thoroughly  familiar  with  exercises,. , including  imrposes 
. ...they  are  intended  to  serve,  before  using  them  with* children* 
v(We  need~to  review,  the  purposes,  for  using  a particular  exercise 
•and.  the  exercise -Itself  before  it  is  used  in  Instruction*  The 
. purposes  of  the  exercise  -will  be  found  in  the  -guidebook  and 
also  in  more  detail  at  the.  bottom  of -the  page-in  the  teacher's 
edition  of  the  .Think»and-Do  Book*) 
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SKILLS  ASSESSED  IN  THE  STUDY ; — .A43- 

In  the  skills  listed  below,  the  lettered  items  ere  the  six  skill 
groupings  followed  in  this  study,  and  the  50  tiumbered  skills  are  those 
that  were  assessed  in  the  study.  Presented  beneath  each  of  the  num* 
bered  skills  are  the  comparable  skills  used  in  the  Scott,  Foresman  New 
Basic  Readers  program. 

A.  Identifying  Words  at  Sight 

1.  Identifying  Words  at  Sight 

a*  Perceiving  relationships  betvieen  spoken  and  written 
language 

b.  Strengthening  memory  of  word  forms 

c.  (All  other  word  perception  skills  may  also  contribute  to 
the  development  of  this  particular  skill.) 

B.  Phonetic  Analysis  Skills 

1.  Associating  Vowel  Letters  and  Sounds 

a*  Developing  ability  in  phonetic  analysis 

1)  Perceiving  and  imaging  vowel  sounds  in  words 

2)  Associating  vowel  sounds  and  letters 
b.  H^veloplng  phonetic  understandings 

1)  A vowel  letter  represents  more  than  one  sound 

2)  Different  letters  may  represent  the  same  vowel  sound 

3)  A vowel  letter  may  represent  no  sound 

4)  Different  spelling  patterns  may  represent  the  same 
vowel  sound 

5)  The  same  spelling  pattern  may  represent  more  than  one 
vowel  sound 

2.  Associating  Consonant  Letters  and  Sounds 

a.  Developing  ability  in  phonetic  analysis 

1)  Perceiving  and  imaging  consonant  sounds  in  words 

2)  Associating  consonant  sounds  and  letter  syDd>ols 


siems  ASSESSED  IN  THE  STUDY 
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b*  l>eveloping  phonetic  understandings 

1)  A consonant  letter  may  represent  more  than  one  sound 

2)  The  sa^e  consonant  sound  may  be  represented  by  xnore 
than  one  letter 

3^  A consonant  letter  may  represent  no  sound 
3*  Aa.8.Qg.la.tln2.  Gons-onant  J^lgraphs  and  Sounds 
a*  Developing  ability  in  phonetic  analysis 

1)  Perceiving  and  imaging  consonant  sounds  in  words 
2}  Associating  consonant  sounds  and  letters 
b*  Developing  phonetic  understandings 

1)  Two  like  consonant  letters  together  in  a word 
represent  one  consonant  sound 

2)  Some  consonant  sounds  are  represented  by  two- letter 
consonant  symbols 

3)  A two- letter  consonant  symbol  may  represent  more 
than  one  sound 

4)  A consonant  letter  may  represent  no  sound 
4*  Associating  Consonant  Blends  and  Sounds 

a*  Developing  ability  in  phonetic  analysis 

1)  Perceiving  and  imaging  consonant  sounds  in  words 

2)  Associating  consonant  sounds  and  letters 

3)  Blending  consonant  sounds  in  words 
5.  Using  Spelling  Patterns 

a*  Developing  ability  in  phonetic  analysis 

1)  Using  visual  dues  to  vowel. ..sounAS'  in  one-tsy liable 
words 

2)  Using  spelling  patterns  as  clues  to  vcywel  sounds  in 
one- syllable  words 
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b*  Developing  phonetic  understandings 

1)  A consonant  letter  (or  two- letter  consonant  syinbol) 
may  represent  laore  than  one  sound 

2)  The  same  consonant  sound  may  be  represented  by  more 
than  one  letter 

3)  A vowel  letter  represents  more  than  one  sound 

4)  A letter  may  represent  no  sound  in  a word 

5)  Different  spelling  patterns  may  represent  the  same 
vowel  sound 

6)  The  same  spelling  pattern  may  represent  more  than 
one  sound 

7)  A syllable  is  a word  or  part  of  a word  in  which  a 
vowel  sound  is  heard 

8)  Spelling  patterns  that  fi^action  as  clues  in  one- 
syHable  words  may  also  function  as  clues  to  vowel 
sounds  in  accented  syllables 

9)  Spelling  patterns  that  function  as  clyes  to  vowel 
sounds  in  accented  syllables  of  two- syllable  words 
also  function  as  clues  to  vowel  sounds  in  accented 
syllables  of  multisyllabic  words 

10 ) Spelling  patterns  that  function  as  clues  to  vowel 
sounds  in  syllables  with  a primary  accent  also 
function  in  syllables  with  a secondary  accent 

6*  Identifying  Syllables  in  Orally  and  Visually  Presented  Sho^ 

Words 

a.  Perceiving  syllables  in  spoken  words 

b.  Understanding  that  a syllable  is  a word  or  part  of  a word 
in  which  a vowel  sound  Is  heard 

7.  Identifying  Syllables  in  Visually  Presented  Shoict  Wor^ 

a.  Using  spelling  patterns  as  clues  to  the  number  of  syllables 
in  a word 

b.  Understanding  that  a syllable  is  a word  or  part  of  a word 
in  which  a vowel  sound  is  heard 
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S*  Identifying  Syllables  in  Orally  and  Visually  Presented  Long 

Words 

a.  Perceiving  syllables  in  spoken  words 

b»  Understanding  that  a syllable  is  a word  or  part  of  a word 
in  which  a vowel  sound  is  heard 

9*  Identifying  Syllables  in  Visually  Presented  Long  Words 

a*  Using  spelling  patterns  as  clues  to  the  number  of 
syllables  in  a word 

b.  Understanding  that  a syllable  is  a word  or  part  of  a word 
in  which  a vowel  sound  is  heard 

C.  Structural  Analysis  Skills 

1*  Identifying  Components  of  Compounds 

a*  Identifying  compounds  made  up  of  two  known  root  words 

b.  Identifying  root  words  in  inflected,  derived,  or 
compounded  forms 

c.  Identifying  unfamiliar  root  words  in  Inflected,  derived, 
or  compounded  forms 

Identifying  Roots>  Endings « and  guf fixes 

a*  Understanding  struc\.*.ural  changes  made  by  adding  s,  *s,  ed, 
or  ing  to  known  words 

b.  Identifying  root  words  in  Inflected,  derived,  or  compounded 
forms 

c*  Identifying  unfamiliar  root  words  in  Inflected,  derived, 
or  compounded  forms 

d*  Understanding  structural  changes  made  by  adding  endings, 
suffixes,  or  prefixes  to  known  root  words 

3*  Identifying  Roots  and  Prefixes 

a*  Identifying  root  words  in  Inflected,  derived,  or 
compounded  forms 

b.  Identifying  unfamiliar  root  wordi  in  inflected,  derived, 
or  compounded  forms 

c»  Understanding  structural  changes  made  by  adding  endings, 
prefixes,  or  suffixes  to  known  root  words 
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4-  Identlgylng  Rocite  and  Multiple  Mitees. 

a»  Xdentlfylng  toot  words  In  inflected,  derived,  or 
cofopounded  fonos 

b*  Identifying  unfamiliar  root  words  in  inflected,  derived, 
or  compounded  forms 

c«  Understanding  structural  changes  made  by  adding  endings, 
prefixes,  or  suffixes  to  known  root  words 

5*  Translating  Contractions 

a«  Identifying  contractions 

liocating  Roots  by  Using  Root-dbtSQge; vguleg. 

a.  Identifying  root  words  in  inflected,  derived,  or 
compounded  forms 

b«  Identifying  unfamiliar  root  words  in  inflected,  derived, 
or  compounded  forms 

c»  Understanding  structural  changes  made  by  adding  endings, 
prefixes,  or  suffixes  to  known  root  words 

7«  Changing  Roots  by  Using  Root*change  Rules, 

a*  Identifying  root  words  in  inflected,  derived  or 
compounded  forms 

b«  Identifying  unfamiliar  root  words  in  inflected,  derived, 
or  compounded  forms 

c.  Understanding  structural  changes  made  by  adding  endings, 
prefixes,  or  suffixes  to  known  root  words 

D*  Dictionary  Skills 

1*  Identifying  Alphabetical  Sequences  Based  on  First  Letter 
a«  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

2m  Identifying  Alphabetical  Sequences  Based  on  Third  Letter 
a*  Developing  dictionary  skills  and  understandings 

l)^  Recognizing  alphabetical  sequence  or  general 
- alphabetical  position 
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3 • Identifying  Alphabetical  Sequences  Based  on  Flysta  Second^ 
or  Third  Letter 

a«  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

4*  Using  Dictionary  Guide  Words 

a.  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

2)  Locating  entries:  using  guide  words 

5.  Finding  Definitions  of  Single  Entry  Words  _ 

a*  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

2)  Understanding  that  a printed  word  may  represent  more 
than  one  meaning 

3)  Using  content  to  select  appropriate  defined  meaning 

4)  Locating  entries:  using  guide  words 

6*  Finding  Definitions  of  Multiple  Entry  Words 

a.  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

2)  Understanding  that  a printed  word  may  represent 
more  than  oni.  meaning 

3)  Using  context  to  select  appropriate  defined  meaning 

4)  Locating  entries:  using  guide  words 

7,  Selecting  Definitions  of  Single  Entry  Words, 

a.  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 


2)  Understanding  that  a printed  word  may  represent 
more  than  one  meaning 

3)  Using  context  to  select  appropriate  defined  meaning 

4)  Locating  entries;  using  guide  words 
8*  Selecting  Definitions  of  Multiple  Entry.  Words, 

a*  Developing  dictionary  skills  and  understandings 

1)  Recognizing  alphabetical  sequence  or  general 
alphabetical  position 

2)  Understanding  that  a printed  word  may  represent 
more  than  one  meaning 

3)  Using  context  to  select  appropriate  defined  meaning 

4)  Locating  entries:  using  guide  words 

9m  Interpreting  Single  Pgonunciation  Symbol^ 

a.  Developing  dictionary  skills  and  understandings 

1)  Using  a pronunciation  key  to  interpret  dictionary 
symbols 

10.  Interpreting  Multiple  Pronunciation  Symbols. 

a*  Developing  dictionary  skills  and  understandings 

1)  Using  a pronunciation  key  to  interpret  dictionary 
symbols 

E.  Word  Functions  SklUs*  (Scott,  Foreaman  skills  under  1-8  are  the  same.) 

1.  Recognizing 

2.  Recognizing  Functions  of  Verbs. 

3.  Recognizing  Functions  of  Adlectiyes 

4.  Recognizing  Functions  of  Adverbs. 

5.  Specifying  Functions  of  Nouns 

6.  Specifying  Functions  of  Verbs 

7 . Specifying  Functions  of  Adiectives 


ATtyLS  ASSESSED  TO  THE-am 


■P 


m 


8*  Specifying  Functions  of  Adverb^ 

a.  Using  clues  to  meanings  of  printed  words: 

1)  Understanding  meaning  and  function  of  words 

2)  Understanding  meaning  and  function  of  words 
and  affixes 

3)  Using  context  and  word  analysis  to  identify  printed 
words 

<0  Using  context  clues 

5)  Classifying  words  by  meaning  and  function 

- ''i 

F«  Comprehension  Skills 

!•  Identifying  Cause‘*effect  Re lationsh i ps  Directly  Stated 
in  Sentences 

a*  Noting  or  recalling  details  and  perceiving  their  relation- 
ship for  the  purpose  of  locating  specific  infonnatlonj 
forming, or  verifying  an  opinion^  or  proving  a point* 

b.  Comprehending  phrase  and  sentence  meaning 

c*  Perceiving  relationships:  cause-effect 

2*  Identifying  Cauae»»effect  Relationships  Implied  Sentences 

a.  Noting  or  recalling  details  and  perceiving  their  relation- 
, ship  for  the  purpose  of  making  or  checking  inferences 

1)  Grasping  ideas  implied  but  not  directly  stated 

b*  Comprehending  phrase  and  sentence  meaning 

c*  Perceiving  relationships:  cause-effect 

3*  Identifying  Main  Ideas  Directly  Stated  in  Stories 

a.  Grasping  main  idea 

b.  Noting  or  recalling  details  and’ perceiving  their  relation- 
ship for  the  purpose  of  identifying  story  problem  and/ 

or  solution 

'*  t ■ ■ n 

1)  Locating  specific  information,  forming  or  verifying 
an  opinion,  or  proving  a point 
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e*  Identifying  author's  or  illustrator's  purpose  or  point 
of  view 

4*  Identifying  Main  Ideas  Implied  in  Stories 
a*  Grasping  main  idea 

b«  Noting  or  recalling  details  and  perceiving  their  relation- 
ship for  the  purpose  of  Identifying  story  problem  and/ 
or  solution 

1)  Making  or  checking  inferences 

2)  Grasping  ideas  implied  but  not  directly  stated 

3)  Anticipating  action  or  outcome 

4)  Making  judgments  or  drawing  conclusions 

5)  Generalizing 

Identifying  Main  Ideas  Directly  Stated  in  Paragraphs, 
a*  Grasping  main  idea 

b*  Noting  or  recalling  details  and  perceiving  their  relation- 
ship for  the  purpose  of  locating  specific  information, 
forming  or  verifying  an  opinion,  or  proving  a point 

6*  Identifying  Main  Ideas  Implied  in  Paragraphs 

a.  Grasping  main  idea 

b.  Noting  or  recalling  details  and  perceiving  their  relation- 
ship for  the  purpose  of  making  or  checking  Inferences 

1)  Grasping  ideas  implied  but  not  directly  stated 

2)  Anticipating  action  or  outcome 

3)  Making  judgments  or  drawing  conclusions 

4)  Generalizing 

7.  Identifying  Details  in  Stories 

a«  Noting  or  recalling  details  and  perceiving  their  relation- 
ship for  the  purpose  of  locating  specific  information, 
forming  or  verifying  an  opinion,  or  proving  a point 
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8.  Interpreting  Similes 

a.  Identifying  elements  of  style 

1)  Figurative,  idiomatic,  or  picturesque  language 

2)  Colloquialism,  slang,  and  dialect 

b.  Interpreting  figurative,  idiomatic,  or  picturesque 
language 

c.  Identifying  and  evaluating  author’s  purpose  and  the  tech- 
niques used  to  achieve  his  purpose 

d«  Simile 

1)  Creating  similes 

2)  Humorous  similes 

3)  Use  of  similes 

4)  Identifying  and  reacting  to  similes 

5)  Recognizing  colloquial  similes 

9,  Interpreting  Idioms 

a.  Identifying  elements  of  style 

1)  Figurative,  idiomatic,  or  picturesque  language 

2)  Colloquialism,  slang,  and  dialect 

b.  Interpreting  figurative,  idiomatic,  or  picturesque 
language 

c*  Identifying  and  evaluating  the  author’s  purpose  and  the 
techniques  used  to  achieve  his  purpose 

10 » Interpreting  Hyperboles 

a.  Identifying  elements  of  style 

1)  Figurative,  idiomatic,  or  picturesque  language 

b.  Interpreting  figurative,  idiomatic,  or  picturesque 
language 

c.  Identifying  and  evaluating  author’s  purpose  and  the  tech- 
niques used  to  achieve  his  purpose 
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d*  Tall  tales:  exaggeration  in 

e.  Exaggeration:  as  element  of  style 

purpose  of 

11.  Interpreting  Per sonif ica t ion 

a.  Identifying  and  evaluating  elements  of  style  used  by  an 
author 

1)  Figurative,  idiomatic,  or  picturesque  language 

b.  Identifying  and  evaluating  author's  purpose  and  the 
techniques  used  to  achieve  his  purpose 

c.  Metaphor:  personification  as  metaphor 

12.  Interpreting  Metaphors 

a.  Identifying  elements  of  style:  figurative.  Idiomatic,  or 

picturesque  language 

b.  Identifying  and  evaluating  the  author's  purpose  and  the 
techniques  used  to  achieve  his  purpose 

c.  Interpreting  figurative,  idiomatic,  or  picturesque 
language 

d.  Metaphor;  extended  metaphor  in  poetry 

personification  as  metaphor 

13  • Predicting  Outcomes  and  Actions 
a • Interpret at ion 

1)  Noting  or  recalling  details  and  perceiving  their 
relationships  for  the  purpose  of  anticipating 
actions  or  outcomes 

14.  Discr iminat ing  Between  Fact  and  Fiction 
a.  Interpretation 

1)  Noting  or  recalling  details  and  perceiving  their 
relationships  for  the  purpose  of  grasping  ideas 
implied  but  not  directly  stated 
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15.  Mftgyimtnating  Between  Fact  and  Qplnton  r 
a.  Interpretation 

1)  Noting  or  recalling  details  and  perceiving  their 
relationships  for  the  purpose  of  locating  specific 
information,  forming  or  verifying  an  opinion,  or 
proving  a point 
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Table  AS 


Reliability  Coefficients  for  Basal  Reading 
Skills  and  Intellectual  Processes 


Skill/process 

Score:  # and  name 

# 

Items  per 
half 

*^ll 

0 ' i ^ 

Identifying  irords  at 
sight 

18*1  Sight  vocabulary 

24-24 

•95 

* 

Associating  vowel 
letters  and  sounds 

10.1  Phonics  sounds:  vowels 

i 

5-5 

•42. 

Associating  consonant 
letters  and  sounds 

10.2  Phonies  sounds:  single 

consonants 

10-10 

.69 

Associating  consonant 
digraphs  and  sounds 

10.3  PhoTAlcs  sounds: 
crmsonant  digraphs 

3-3 

.73 

Associating  consonant 
blends  and  sounds 

10*8  7?honics  sounds: 
consonant  blends 

11-11 

.98 

Using  spelling  patterns 

Plxmics  principles 

17-17 

.87 

Identifying  syllables 
In  orally  and  visually 
presented  short  words 

13ol  Finding  syllables— 
a.udltory:  1 to  3 

syllable  words 

8-8 

00 

00 

. 

Identifying  syllables 
In  visually  presented 
short  words 

j 

12.1  Finding  syllables^- 
/ visual:  1 to  3 

syllable  words 

8-8 

•88 

Identifying  syllables 
in  orally  and  visually 
presented  long  words 

13*2  Finding  syllables— • 
auditory:  4 to  6 

syllable  words 

8-8 

.92 

Identifying  syllables 
In  visually  presented 
long  vwords 

12.2  finding  syllables— 
visual:  4 to  6 
syllable  words 

8-8 

.91 

Identifying  components 
of  compounds 

3.1  Fltidlng  roots  in 
compounds 

12-12 

.96 
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Table  AS  (Continued) 


Skill/process 


Identifying  roots, 
endings,  and  suffixes 


Identifying  roots 
and  prefixes 


Identifying  roots  and 
multiple  affixes 


Translating 

contractions 

I«ocating  roots  by 
using  root- change 
rules 

Changing  roots  by 
using  root-change 
rules 


Score:  # and  name 


4.1  Finding  roots  in  in- 
flected and  derived 
forms;  no  root  change 

4.2  Finding  roots  in  in- 

flected and  derived 
forms:  prefixes 

4*4  Finding  roots  in  in- 
flected and  derived 
forms:  more  than  one 
affix 

2.1  Meaning  of 
contractions 

4.3  Finding  roots  in  in- 

flected and  derived 
forms:  root  changes 

1.1  Adding  endings  or 

suffixes:  root 

changes 


Identifying  alphabeti- 
cal sequences  based  on 
first  letter 

Identifying  alphabeti- 
cal sequences  based  on 
third  letter 

Identifying  alphabeti- 
cal sequences  based  on 
first,  second,  or 
third  letter 

Using  dictionary  guide 
words 


5.1  Alphabetizing  words: 
by  first  letter 


5.2  Alphabetizing  words: 
by  third  letter 

5.3  Alphabetizing  words: 
by  first,  second,  or 
third  letter 


6,3^  Dictionary  guide  words 
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Table  A8  (Continued) 


Skill/process 

Score:  # and  name 

items  per 
half 

*^ii 

Finding  definitions  of 
single  entry  vords 

7«1  Finding  definitions: 
single  entry  words 

6-6 

.89 

Finding  definitions  of 
multiple  entry  words 

7.2  Finding  definitions: 
multiple  entry  words 

8-8 

.82 

Selecting  definitions 
of  single  entry  words 

8.1  Selecting  definitions: 
single  entry  words 

8-8 

.89 

Selecting  definitions 
of  multiple  entry  words 

8.2  Selecting  definitions: 
multiple  entry  words 

6-6 

.76 

Interpreting  single 
pronunciation  symbols 

9.1  Pronunciation  sysibols: 
single  symbols 

8-8 

.82 

Interpreting  multiple 
pronunciation  symbols 

9.2  Pronunciation  symbols: 
multiple  symbols 

4-4 

.73 

Recognizing  functions 
of  nouns 

14.1  Word  group  identifi- 
cation: nouns 

6-6 

.75 

Recognizing  functions 
of  verbs 

14.2  Word  group  identifi- 
cation: verbs 

6-6 

.81 

Recognizing  functions 
of  adjectives 

14.3  Word  group  identifi- 
cation: adjectives 

6-6 

.76 

Recognizing  functions 
of  adverbs 

14.4  Word  group  identifi- 
cation: adverbs 

6-6 

.76 

Specifying  functions 
of  nouns 

15.1  Word  group  anticipa- 
tion: nouns 

6-6 

.60 

Specifying  functions 
of  verbs 

\ 

15.2  Word  group  anticipa- 
tion: verbs 

6-6 

.75 

Specifying  functions 
of  adjectives 

15.3  Word  group  anticipa- 
tion: adjectives 

6-6 

.60 

Specifying  functions 
of  adverbs 

15.4  Word  group  anticipa- 
tion: adverbs 

6-6 

.50 

RELIABILITY  COEFFICIENTS 
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Table  A8  (Continued) 


Skill/process 

Score:  # and  name 

items  per 
half 

’^ii 

Identifying  cause- 
effect  relationships 
directly  stated  in 
sentences 

16.1  Sentence  Meaning: 
direct  statement 

6-6 

.67 

Identifying  toain  ideas 
directly  stated  In 
paragraphs 

17.3  Paragraph  meaning: 
main  idea— paragraph 

. 6-6 

.79 

Identifying  main  ideas 
directly  stated  in 
stories 

17.1  Paragraph  Meaning: 
main  idea— story 

6-6 

.59 

Identifying  cause- 
effect  relationships 
implied  in  sentences 

16.2  Sentence  meaning: 
implied  meaning 

6-6 

.78 

Identifying  main  ideas 
implied  in  paragraphs 

17.4  Paragraph  meaning:  Imr 
plied  idea— paragraph 

6-6 

.70 

Identifying  main  ideas 

implied  in  stories 

# 

17.2  Paragraph  meaning:  Im- 
plied idea— story 

6-6 

.68 

Identifying  details 
in  stories 

17.5  Paragraph  meaning: 
details 

12-12 

.78 

Interpreting  s 1ml lies 

19.1  Figurative  language: 
similes 

4-4 

.44 

Interpreting  Idioms 

19.2  Figurative  language: 
• idioms 

4-4 

.76. 

Interpreting 

hyperboles 

19.3  Figurative  language: 
exaggeration 

4-4 

.71 

Interpreting 

personification 

19.4  Figurative  language: 
personification 

4-4 

.80 

Interpreting 

metaphors 

19.5  Figurative  language: 
metaphors 

4-4 

.69 

Ml 


Table  A8  (Continued) 


Skill/process 

Score:  # and  name 

# 

items  per 
half 

^ii 

Conceptualization 

IP.l  Word  grouping 

13-12 

.72 

Associative  memory 

1F.2  Word  number 

10-10 

.64 

Verbal  meaning 

IP. 3 Word  meaning 

15-15 

.70 

Reasoning 

1P«4  Number  series 

25-25 

.95 

f 
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Figure  A1  (Continued) 
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Figure  A1  (Continued) 
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APPENDIX  H 


SPECIMEN  TEST  AND  CONTENT  DESCRIPTION: 
IDENTIFYIMS  WORDS  AT  SIGHT 


#18  Sight  Vocabulary 


A73 


Content  Description;  Teat  Sight  Vocabulary 


!•  7j?est  Name; 

’i:<abel  for  Skill: 
Definition  of  Skill: 


Inatructionii.1  Span: 
Possible  Score: 


18.1  Sight  Vocabulary 

Identifying  words  at  sight 

Ability  to  recognize  and  pronounce  words 
presented  visually  by  means  of  a rapid 
exposure  device 

Introduced,  Ppj  reviewed,  each  subsequent 
reading  instructional  level  to  6 

48 


Name  and  Location  of  Elements  Tested: 


Words  from  reading  instructional  level  1: 
Words  from  reading  instructional  level  2: 
Words  from  reading  instructional  level  3: 
Words  from  reading  instructional  level  4: 

Words  from  reading  instructional  level  5: 
Words  from  reading  instructional  level  6: 


Items  1 to  8 
Itmns  # to  16 
Items  17  to  24 
Itans  25  to  32 
Items  33  to  40 
Items  41  to  48 


f 


TESTS;  #18.  Sight  Vocabulary 


A74 


SIGHT  VOCABtJiARY  — Score  Sheet 

Name  Date  Score  , 

Teacher School EKaminer 


Directions  and  Procedures 

I want  to  see  how  many  words  you  can  pronounce.  When  I show  you  a card 
with  a word  on  it,  read  that  word  to  me  aloud.  You  will  not  know  some 
of  these  words.  So  don’t  worry  if  you  don’t  get  than  all  right, 

(Expose  words  to  siibjects  at  about  a 1-second  rate.  Cease  .the -test 
when  he  misses  8 consecutive  words,  Mark  + for  correct;  - for 
incorrect.) 


1,  time 

17,  envelope 

33.  persistent 

2,  park 

18,  invention 

34,  ambitious 

3,  story 

19,  curious 

35.  eventual 

4,  found 

20.  difference 

36.  incredible 

5,  pony 

21,  important 

37.  altitude 

6,  train 

22.  electric 

38.  perception 

7.  from 

23.  discover 

39.  impetuous 

8,  splash 

24.  continue 

40.  economic 

9.  heard 

25,  decisive 

41.  alacrity 

10,  wonder 

26.  ravenous 

42.  radiate 

11,  sudden 

27.  appropriate 

43.  contiguous 

12,  terrible 

28.  volunteer 

44.  ecstatic 

,13,  window 

29.  reference 

45.  relinquish 

14,  hard 

30.  dileoma 

46.  automatic 

15.  tomorrow 

31.  visible 

47.  element 

16.  second 

32.  allegiance 

48.  capitulate. 

APPENDIX  1 


SPECIMEN  TESTS  AND  CC^ENT  DESCRIPTIONS: 
PHONETIC  ANALYSIS  SKILLS 

#10  Phonics  Sounds 
#11  Phonics  Principles 
#12  Finding  Syllables— Visual 
#13  Finding  Syllables— Auditory 


TOSTS;  #10  ghonics  Sounds 


A77 


Content  Description;  Test  #10  Phonics  Sounds 


1.  Sub  test  Name; 

Label  for  Skill; 

! Definition  of  Skill; 

Instructional  Span; 
Possible  Score; 


Phonics  Sounds;  Vowels 

Associating  vowel  letters  and  sounds 

Associating  vowel  letters  and  sounds  when 

sounds  are  presented  in  Isolation 

1 2 
Introduced,  2 ; reviewed,  through  3 

10 


Elements  Tented;  Long  and  short  vowels 

Location  of  Elements;  Items  3,  8,  11,  17,  19,  28,  39,  46,  51, 


2.  Sub test  Name; 

Label  for  Skill; 
Definition  of  Skill; 

Instructional  Span: 


10.2  Phonics  Sounds ; Single  Consonants 

Associating  consonant  letters  and  sounds 

Associating  consonant  letters  and  sounds 
when  sounds  are  presented  in  isolation 

Introduced,  Pp^  reviewed,  through  3 


Possible  Score:  20 


Elements  Tested:  g (hard),  m,  r,  h,  s,  y,  c (s),  w,  1,  n, 

g (j)»  c (k),  p,  V,  k,  t,  d,  f,  j,  b 

Location  of  Elements:  Items  1,  6,  7,  10,  15,  20,  23,  27,  29,  32, 

34,  35,  42,  43,  44,  48,  52,  54,  55,  56 


3.  Sub teat  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


10.3  Phonics  Sounds;  Consonant  Digraphs 

Associating  consonant  digraphs  and  sounds 

Associating  consonant  digraphs  and  sounds 
when  sounds  are  presented  in  isolation 

1 1 

Introduced,  1;  reviewed,  2,3 
6 


Elements  Tested;  gn,  th  (voiceless),  ph,  ch,  th  (voiced),  wh 

Location  of  Elements:  Items  5,  24,  33,  37,  40,  59 
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Content  Description  (Continued) 


4.  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


10.8  Phonics  Sounds ; Consonant  Blends 

Associating  consonant  blends  and  sounds 

Associating  consonant  blends  and  dounds 
when  sounds  are  presented  in  isolation 

11 

Introduced,  1;  reviewed,  2,3 
22 


Elements  Tested^;  tr,  dw,  sk,  qu,  bl,  pr,  sp,  cr,  an,  fl, 

sm,  pi,  tw,  sh,  gl,  br,  cl,  wr,  sw,  gr, 

fr,  si,  dr,  St 

Location  of  Elements:  Items  2,  4,  9,  12,  13,  14,  16,  18,  21,  22, 

25,  26,  30,  31,  36,  38,  41,  45,  47,  49,  50, 

53,  57,  58 


Hlhen  the  coding  formats  were  being  prepared*  sh  was  classified 
erroneously  as  a blend.  It  was  paired  wl|;h  ^.and  eliminated  from* the 

analyses.  . . 
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Directions  For  Examiner 


Test  #10  Phonics  Sounds 


Step  1 


BF^IN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  identifying 
information  — name,  etc.  •—  on  the  cover  sheet.  When  this  is  com- 
pleted, start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test , you  are  to  find  the  letter  or  letters  that  stand  for  the 
sounds  1 make  and  then  draw  a line  under  these  letters;  Look  at  the 
example  below  and  listen  carefully  to  the  directions* 

Example 


1.  z - (as  in  zebra! -z  w x y Cs) 

2;  kl-(as  in  Klondike! -kl  kr  bl  br  (Jsl) 


Look  at  the  first  row  of  letters  in  the  example*  You  have  the  letters 
w,  X,  z,;  1*11  say  the  sound  of  one  of  these  letters*  Your  job  Is 
to  find  and  draw  a line  under  the  letter  which  stands  for  the  sound  I 
say.  Which  letter  stands  for;  z — (as  in  zebra!  — z,  (The  words 
in  parenthesis  were  not  pronounced*  They  were  used  to  cue  the  exani- 
iner.)  (Pause)  The  letter  z (as  in  zebra!  lff''Mkev:.the  . (aS  in  z'dfera! 
in  the  word,  zip*  Draw  a line  under  the  letter  z because  it  stands 
for  z (as  in  zebra! . Look  at  the  second  row  in  the  example.  You 
have~this  group  of  letters:  ]^,  bl.  br.  kl.  Which  letters  stand 
for:  W — (as  in  Klondike!  — kl?  Draw  a line  under  them*  (Pause) 
What  are  the  letters  you  drew  a line  under?  (Pause)  W.  The 
letters  stand  for  W (as  in  Klondike!  like  the  M (as  in  Klondike! 
in  the  word,  Kleenex*  I am  pronouncing  these  more  precisely  than  the 
sounds  would  be  in  words,  but  this  should  not  mislead  you* 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  says) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so. 


(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc«  Then  ask:) 


Do  you  understand  how  you  are  to  write  your  answers? 

ft 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are;  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  y 
this  test*  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  3 

I will  say  the  sounds  only  two  times.  You  will  have  only  a very  few 
seconds  to  draw  a line  under  the  correct  set  of  letters  before  I go 
to  the  next  one,  so  listen  carefully  and  work  quickly.  You  may  not 
know  some  of  these  sounds,  but  do  as  many  as  you  can  and  try  to  do 
your  best.  Don't  worry  if  you  don't  know  them  all. 


Step  4 

We  are  ready  to  begin.  Turn  the  page  and  1 wlU  say  the  aoUiids  for 
you. 


BEGIN  NOTE  TO  TOACHER 

ir 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  secures 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NGTE  TO  TEACHER 


m 
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Name  Grade 

Teacher S chool 


Test  #10 

f!lONXG3  SOUNDS 
Directions 

In  this  test,  you  are  to  find  the  letters  which  stand 
for  the  sounds  I make  and  then  dr«iW  a line  under  these  letters. 
Look  at  the  example  below  and  listen  carefully  to  the 
directions. 

Example 


1. 


w 


X y 


z 


2,  kr  bl  br  kl 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 
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1. 

S. 

P 

t 

V 

16.. 

pr 

St 

br 

sp 

2. 

pr 

tw 

br 

tr 

17. 

a 

u 

0 

y 

3. 

e 

1 

0 

u 

18. 

kw 

ch 

cr 

gr 

k. 

dw 

tw 

tr 

dr 

19. 

a 

e 

i 

0 

5* 

ng 

cr 

gn 

In 

20. 

X 

z 

y 

w 

6. 

n 

b 

V 

m 

21. 

sm 

St 

sw 

sn 

7. 

r 

V 

t 

w 

22. 

‘ fl 

£r 

bl 

pr 

8. 

a 

e 

o 

1 

23. 

b 

c 

d 

k 

9. 

St 

sh 

sk 

si 

24. 

m 

tr 

th 

sh 

10. 

h 

i 

t 

8 

25. 

sn 

sw 

St 

sm 

n. 

a 

e 

u 

o 

26. 

bl 

si 

pl 

cl 

12. 

kl 

qu 

ng 

27. 

u 

w 

V 

y 

13. 

bl 

cl 

fl 

Pl 

28. 

a 

y 

• - ''  U' 

Ik. 

br 

pr 

pi 

dr 

29. 

s 

1 

m 

n 

15. 

s 

t 

b 

d 

30. 

dw 

pr 

tw 

St 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 


o 
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31. 

th 

St 

sh 

si 

46. 

e 

i 

o 

u 

32. 

t 

m 

b 

n 

47. 

tw 

si 

tr 

sw 

33. 

ph 

th 

ch 

wh 

48. 

d 

b 

t 

k 

3h. 

f 

g 

t 

h 

49. 

kr 

gr 

br 

gw 

35. 

c 

t 

b 

d 

50. 

£r 

pr 

£1 

pX 

36. 

pi 

fl 

gr 

gl 

51. 

a 

0 

e 

u 

37. 

ch 

sh 

St 

th 

52. 

b 

P 

k 

d 

38. 

cr 

ht 

pr 

gr 

53. 

sm 

bl 

si 

cl 

39. 

e 

o 

1 

a 

54. 

£ 

b 

P 

A*' 

40. 

th 

sh 

tw 

tr 

55. 

h 

J 

k 

£ 

41. 

bl 

pi 

cl 

si 

56. 

k 

P 

d 

b 

42. 

b 

d 

k 

P 

57. 

dw 

br 

dr 

pr 

43. 

y 

V 

K 

w 

58. 

sc 

si 

sp 

St 

44. 

k 

P 

t 

z 

59. 

tx^ 

wh 

th 

sh 

45. 

tr 

br 

wr 

gr 

6o. 

a 

1 

e 

0 

IESI8;_. Jll^ghonicB  Prlnclpto. 
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Content  Description;  Test  > ^3,x  Phonics  Principles 


Sub  test  Name; 

Label  fov  Skill; 
Definition  of  Skill; 


Instructional  Span; 


Possible  Score: 


11,3  Phonics  Principles 

Using  spelling  patterns 

Using  consonant«*vowel*»consonant  spelling 
patterns  as  clues  to  pronouncing  vowel 
sounds  in  one*»syllable  words  y polysyllabic 
words  with  accented  first  syllables,  and 
polysyllabic  words  with  accented  final 
syllables 

Introduced,  2*3;  reviewed,  each  sub*» 
sequent  reading  Instructional  level  to  6 

34 


Elements  Tested: 


Rule 

# 

1 


2 

3 


4 


5 


6 


R»I«L«,  Rule 

Rule  Introduced 

A single  vowel  letter  followed  by  one  or  2^ 

more  consonant  letters  in  a one«syllable 
word  or  accented  final  syllable  is  a clue 
to  a short  vowel  sound* 

1 

Two  vowel  letters  together  in  a word  is  a 2 

clue  to  a long  vowel  sound* 

A single  vowel  letter  followed  by  one  2^ 

consonant  letter  and  final  e in  a one** 
syllable  word  or  accented  fTnal  syllable 
is  a clue  to  a long  vowel  sound. 

A single  vowel  letter  followed  by  two  2^ 

consonant  letters  and  final  e is  a clue 
to  a short  vowel  sound* 

1 

The  letter  £ in  a spelling  pattern  2 

preceded  by  a vowel  is  a clue  to  the 
^-controlled  vowel  sound. 

A single  vowel  letter  at  the  end  of  a 2^ 

one«*syllable  word  or  accented  final 
syllable  is  a clue  to  a long  vowel 
sound. 
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m. 


Ccwitent  Description  (Continued) 


Rule 

7 


8 

9 


10 


11 


Rule 

The  letter  a iollo^d  by  !.>  w,  or  u in  a 
oneMsyllable  word  or  an  accented  syllable 
is  a clue  to  the  vowel  sound  o£  all. 

The  letter  i followed  by  jgji  is  a clue  to 
a long  voweT  sound. 

Two  consonant  letters  following  the  first 
vowel  letter  in  a two»syllable  word  with 
an  accented  first  syllable  is  a clue  to  a 
short  vowel  sound. 

toe  consonant  letter  following  the  first 
vowel  letter  in  a two-syllable  word  with 
an  accented  first  syllable  is  a clue  to 
a long  vowel  sound. 

toe  consonant  letter  between  a single 
vowel  letter  and  final  is  a clue  to 
the  vowel  sound  of  able. 


R.l.Xinji  Rule 
Introduced 


2 


1 


3 


1 


3 


1 


Location  of  Elements: 

Rule  Item 

1 1,  12,  23,  29 

2 2,  13,  24,  30 

3 3,  14,  25,  31 

4 4,  15 

5 5,  16,  26,  32 

6 6,  17,  27,  33 


Rule  Item 

# JL. 


7 7,  18,  28,  34 

8 8,  19 

9 9,  20 

10  10,  21 

11  11,  22 
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Dirgctlong  For  Exitainer 


Test  #11  Phonics  Principles 


Step  1 

ii»ii».iiii#»Menit  «ww« 


BEGIN  NCXEE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  th&a  £111  In  the  Identifying 
Information  •—  name,  etc*  •••  on  the  cover  sheet*  When  this  is  com** 
pleted,  start  the  tape  recorder*) 

EH)  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  vlll  be  given  a number  of  nonsense  words*  They  are 
just  like  words,  but  they  are  not  real  words*  You  are  to  look  at  the 
nonsense  \70rd  and  think  how  It  should  be  said*  Then  you  are  to  decide 
which  one  of  the  four  sounds  1 give  ybu ‘^stands  for  one  particular 
letter  in  the  nonsense  word*  Look  at  the  example  below  and  listen 
carefully  to  the  directions* 

Example 


pap;  — 

B.  cra«*cli  -- 

a has  the  same  sound  as: 

^ has  the  same  sound  as: 

1*  a in  ark 

1.  i in  ill 

(30  2*  a in  at ' 

2*  iiin  charity 

3*  a in  say 

3*  i in  fir 

,4.  a in  all 

(X)  4* ' i in  kite 

Look  at  the  first  example*  The  first  word  you  see  is  the  nonsense 
word,  c-a-g- (the  words  are  spelled,  not  pronounced).  Thitdc  how  you 
should  pronounce  this  word*  The  a in  this  word  has  the  same  sound 
as  the  a in  which  of  the  following  words;  a in  ark,  a in  at,  a in 
say,  or  a in  all?  (Pause)  The  a in  the  nonsense  word  has  the~same 
. sound  as  the  a in  §£,*  Put  an  X on  the  blank  line  in  front  of  number 
2,  a in  ^* 
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TEST:  #11  Phonics  Principles 


Now,  let's  try  the  second  example  to  he  sure  you  understand  "what  to 
do.  That  word  is  c-r-a-c-l-l„  hook  at  the  nonsense  word  and  thii^ 
how  it  should  be  said.  The  i in  this  word  has  the  same 
i in  which  of  the  following  words : jl  in  jjj;,  i in  — £ 

*i  in  charity.  Put  an  X on  the  blank  line  in  front  of 
sound.  (Pause)  What  is  the  right  answer?  (Pause)  The  j.  in  the 
nonsense  word  has  the  same  sound  as  the  i in  ki^.  The  blank  line 
in  front  of  number  4 should  have  an  X on  it. 


BEGIN  NOTE  TO  TEACHER 

% 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask;) 

Do.  you  understand  how  you  are  to  write  your  answers? 


(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  y 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  .3 

I will  read  each  question  to  you.  You  will  have  only  a few  seconds 
to  mark  the  correct  letter  before  I go  on  to  the  next  one,  so  1 sten 
carefully  and  work  quickly.  You  may  not  know  some  of  these  sounds, 
but  do  as  many  as  you  can  and  try  to  do  your  best*  Don't  worry  i 
you  don't  know  them  all. 

Step  4 

. We  are  ready  to  begin.  Turn  the  page  and  I will  read  the  first 
question. 


BEGIN  NOTE  TO  TEACHER 

« 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins,) 

END  NOTE  TO  TEACHER 
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Name  Grade 

Tea  chey  , . S chool 

#1  * 

Test  #11 

PHONICS  PRINCIPLES 
Directions 

In  this  test,  you  will  be  given  a number  of  nonsense  words. 
They  are  just  like  words,  but  they  are  not  real  words.  • You  are 
to  look  at  the  nonsense  word  and  think  how  it  should  be  said. 
Then  you  are  to  decide  which  one  of  the  four  souhds  I give  you 
stands  for  one  particular  letter  in  the  nonsense  word.  Look  at 
the  example  below  and  listen  carefully  to  the  directions. 

Example 


A*  - 

A 

B.  cra^cli  • 

a has  the  same  sound  as : 

1 has  the  same  sound  as : 

1.  a in  ark 

1.  i in  ill 

2.  a in  at 

2.  i in  charity 

3.  a in  say 

3.  i in  fir 

4.  a in  all 

km  i in  kite 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO 
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1. 


2. 


buk  - 

u has  the  same  sound  as; 
A.  u in  cute 


JB.  ja  in  fur 


JC.  ja  in  true 


JD.  ii  in.  up 


a lb,  •• 

a has  the  same  sound  as: 
A.  a in  ark 


B.  a in  at 


C.  a in  say 

Mi  mmm  mmmmm 


D.  a in  all 


gise  • 

has  the  same  sound  as: 
A.  1 in  ill 


B.  i in  kite 


C.  i in  fir 


nince 


JD.  i in  charity 


i has  the  same  sound  as: 


A.  1 in  ill 


B.  i in  kite 


C,  i in  fir 


J).  jL  in  charity 


5. 


6, 


7. 


0. 


bir  - 

has  the  same  sound  as: 
A.  i in  ill 


B.  i in  kite 


jC.  ii  in  fir 


JD.  i in  charity 
sni  « 

1 has  the  same  sound  as: 
A.  i in  ill 


B.  i in  kite 


C.  i in  fir 


D.  i in  charity 


dal  • 

a has  the  same  sound  as: 
A.  a in  ark 


B.  a in  at 


C.  a in  say 

m MM  ' MHMMMMi 


D.  a in  all 


digh  • 

has  the  same  sound  as 
A.  i in  ill 


B.  i in  kite 


C.  i in  fir 

mu  mmn  mamtmmrn 

D.  i in  charity 


9.  mollut  •• 

o has  the  same  sound  as: 

A.  o in  work 


B.  o in  for 


C.  o in  odd 


D.  o in  jgo 


10.  detul  • 

e has  the  same  sound  as: 
A.  e in  key 


B.  e in  set 


jC.  e in  her 


• D.  e in  maker 


11.  utle  • 

u has  the  same  sound  as: 
.A.  ii  in  cute 


JB.  3i  in  fur 


jC.  , u in  true 


J).  n in  m 


12. 


£S£  - 

e has  the  same  sound  as: 
A.  e in  key 


B.  e in  set 


C.  e in  her 


D.  e in  maker 


13.  oag  - 

oTfas  the  same  sound  as: 
A.  *o  in  work 


15. 


16. 


_B.  o in  for 


C,  o in  odd 


D.  o in  go 


14.  thune  » 

u has  the  same  sound  ass 

A.  u in  cute 


.B.  u in  |ur 


C.  u in  true 


D.  u in  ^ 


ludge  - 

u has  the  same  sound  as 
A.  u in  cute 


JB.  u in  fur 


JC.  u in  true 


D.  u in  up 


cor  - 

o has  the  same  sound  as: 
A.  o in  work 


B.  o in  for 


C.  o in  odd 


D.  o in  go 

M MW  - <BSwM 


3>E>s33asa»BSeei 
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17  • bro  •* 

o has  the  same  sound  as: 
A.  o in  work 


B.  o in  for 


C.  o in  odd 


D.  o in  go 


18*  jal  *• 

£ has  the  same  sound  as : 
A.  a in  ark 


B.  a in  at 


C.  a in  say 

D.  a in  all 


19.  ri^  • 

i Eas  the  same  sound  as: 
A,  i in  ill 


_B.  ^ in  kite 

G.  i in  fir 


D.  i in  charity 


20.  willo  •• 


i has  the  same  sound  as: 
A.  i in  ill 


B.  i in  kite 


C.  i in  fir 


D.  _i  in  charity 


ai. 


22. 


23. 


24. 


riso  • 

TTias  the  same  sound  as: 
A.  i in  ill 


JB.  i in  kite 


JC.  i in  fir 


J).  i in  charity 


eble  • 

e has  the  same  sound  as: 
A . e in  key 


B.  e in  set 


C.  e in  her 


D.  e in  maker 


to**lak  • 

a has  the  same  sound  as; 
A.  a in  ark 


B.  a in  at 


C.  a in  say 


D.  a in  all 


eaf  - 

e has  the  same  sound  as: 
A.  e.in  Icey 


B.  e in  set 


C.  e in  her 


D.  e in  maker 


|h 

K 


erJc 


TESTS;  #11  Phonics  Princlpleg 
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25*  e-Xade'^  •• 

a has  the  same  sound  as: 

A.  a in  ark 

B.  a in  at 
C«  a in  say 
P.  a in  all 

26.  sar  - 

aHEias  the  same  sound  as: 
A^  a in  ark 
B*  a in  at 
G,  a in  say  • 

D«  a in  all 

27.  lac-»co^«  ‘ 

< otias  the  same  sound  as: 

A.  o in  work 

B.  o in  for 

C.  o in  odd 
D»  o in  go 

28.  vaw  •• 

> a has  the  same  sound  as : 

A.  a in  ark 

B.  £ in  at 

C.  a in  say 

D.  a in  all 


29.  Santee  • 

e has  the  same  sound  as; 

A.  e in  . 

B.  e in  set 

C.  e in  her  , 

mmmmmrnmmmm  «v» 

p.  e in  maker 

30.  tay  - 

a has.  the  same  sound  as : 

A.  a in  ark 

B.  a in  at 

C.  a in  say 

Di  a in  all 

31.  num^brote"^ « 

o has  the  same  sound  as; 

A.  o in  work 

B.  o in  for 
C,.  o in  odd 

D.  o in  go 

32.  der  • 

eH^ias  the  same  sound  as: 
A . e in  key 
B.  e in  set  . 

C.  e in  her 

D,  e in  maker  . 


TESTS:  #12  Finding -Svllablfia^N siin T.  » u 

Content  Description;  Test  #12  Finding  Svllab les-« Visual 

Reading  Instructional  Level  of  the  Material 

The  skill,  identifying  syllables,  was  introduced  at  reading 
instructional  level  3*  and  reviewed  through  reading  instructional 
level  6,  The  words  used  in  the  test  were  words  with  tmich  pupils 
were  judged  to  be  unfamiliar  and  which  were  judged  to  be  beyond  the 
reading  instructional  level  6 difficulty  level* 


1.  Sub  test  Name; 

Label  for  Skill: 

Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


12.1  Finding  Svllables*«»Visual;  1-^1- 
Svllable  Words 

Identifying  syllables  in  visually  presented 
short  words 

Identifying  syllables  in  words  consisting 
of  three  syllables  or  leas  presented  visually 
1 2 

Introduced,  3 ; reviewed,  3 , 5,  6 
16 


Name  and  Location  of  Elements  Tested  : 

Words  with  one  syllable:  Items  2,  11,  18,  21,  25,  34 
Words  with  two  syllables:  Items  4,  12,  15,  23,  26,  31 
Words  with  three  syllables:  Items  6,  10,  14,  19 


1 

Two  words  had  to  be  omitted  from  the  data  analyses  for  the  auditory** 
visual  form  of  the  subtest  (13«1)  because  of  difficulties  in  test 
administration.  These  two  words  were  # 30  sanguiuenesa  and  # 33 
encrlnlte.  They  were  omitted  here  from  the  visual  form  of  the  aubteat 
because  of  the  intent  to  keep  the  two  cub  tests  identical. 


*|i;rrts*  Fladliig  Syllable$«»<*Vlsual 
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Content  pescriptlon  (Continued) 


2.  Subteet  Name; 

Label  for  Skill: 
Definition  of  Skill: 


Instructional  Span: 
Possible-  Score: 


12.2  Finding  Svllablesi^*»Visual ; 4«*  to  6« 

Syllable  Words 

TrffinHfytng  syllables  In  visually  presented 
long  words 

Identifying  syllables  in  words  consisting 
of  four  or  more  syllables  presented 
visually 

1 £ 
Introduced,  3 ; reviewed,  3 , 5,  6 

16 


Name  and  Location  of  Elements  Tested^: 

Nbrds  with  four  syllables:  Items  3,  8,  13,  24,  28,  35 

Words  with  five  syllables:  Items  1,  9,  17,  22 


Words  with  six  syllables:  Items  5,  7,  16,  20,  27,  3Cv 


^Two  words  had  to  be  omitted  from  the  data  analyses  for  the 
auditory**visual  form  of  the  sub test  (13.2)  because  of  difficulties  in 
test  administration.  Ihese  two  words  were  # 29  allantoic  and  # 32 
hendecahedron.  They  were  omitted  here  from  the  visual  form  of  the 
subtest  because  of  the  intent  to  keep  the  two  subtests  identical. 


TESTS : _ _ #12,  8vUable8?«^t9iial 


A96 


Directions  ^or  Examiner 


Test  #12  Finding  Syllables*»»*Visua_l 


Step  1 

tKiummmmmmm  *mo 


. BEGIN  NCXCE  TO  TEACHER 

OOistrlPute  test  booklets  to  pupils.  Have  them  fill  in  the  identifying 
Information  — name,  etc.  — on  the  cover  sheet.  When  this  is  com- 
pleted, start  the  tape  recorder.) 

El®  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  find  the  number  of  syllables  in  a vord.  Look 
at  the  example  below  and  listen  carefully  to  the  directions. 

Example 


Word 


Number  of  Syllables 


prolixity 

banter 

chard 


Look  at  the  words  in  the  list.  Look  at  the  first  word.  How  many 
syllables  does  it  have?  (Pause)  Four.  The  first  word  has  four 
syllables.  The  number  has  been  written  on  the  line  by  the  first 
word.  Look  at  the  second  word.  How  many  syllables  does  it  have? 
(Pause)  Two.  The  number  two  is  written  on  the  line  by  the  second 
word.  Now  try  the  third  word.  Write  the  number  of  syllables  in 
this  word  on  the  line.  (Pause)  What  number  did  you  write?  One. 
The  third  word  has  one  syllable. 


Finding,, 
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BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Then  say:) 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so* 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc*  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

% 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test*  Nhen  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions*  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape*) 


END  NOTE  TO  TEACHER 


Step  3 

You  have  ^ minutes  to  complete  the  test. 

There  may  be  some  of  these  that  you  do  not  know.  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don’t  worry  if  you  don’t  know  them 
all. 

Step  4 

Now  turn  the  page  and  begin. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  You  have  10  to  20  seconds 
space  on  the  tape  before  the  nesct  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


TESTS  £ #lg  gtt^dlng  SyJLlflk 


5 


Name 


Grade, 


Teadier 


School 


Test  #12 


FINDING  SULABXJSS*^-VISUAIi 


Dtrecttops 

In  this  test,  you  are  to  find  the  number  of  syllables 
In  a word*  Look  at  the  example  b®l<w  listen  carefully 
to  the  directions* 


Example 


Word 

prolixity 

banter 

chard 


Number  of 
Syllables 

4 

2 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOID  TO  DO  SO. 


TE8TS:  *12  glndltut  Svll«bl«s-;Vl»uaX 


U onelrocvltlc 

maiiBB 

3,  gypsoi^lla . 

4*  aglet 
% petambulatory 
6»  barbavite 
7*  thalamencephalon 
d«  paniculate 
9»  infelicity 
10*  heptagon 
!!•  cloy 
ISl.  hussar 
13*  planimetry 
14*  canescent 
1^9  saffron 
16»  epexegetical 
17*  cuproBoagnesite 
Id.  coir 


19.  saltigrade 

20.  chemotherapeutics 

21.  heir 

r 

22.  epeirogenic 

23.  nitrous 

24.  keratinous 
2^.  glebe 

26.  hachure 

27«  ultimogeniture 

26.  rugosity 

29.  allantoic 

30.  sangulneness 

31.  umlaut 

32.  hendecahedron 
33*  encrinite 
34.  chay 

33.  declivity 

36.  palatalization 


TESTS  s #13  FlodlttR  SvllableggiiAu^ltoy^ 


msL 


Content  Description;  Test  #13  Flndins  SyUables«"-And.lto^ 


1.  Sub  test  Nantt: 

. Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


13*  1 Finding  Svllables«»**Auditory;  to  3- 
Svllable  Words 

Identifying  syllables  in  orally  and  visually 
presented  short  words 

Identifying  syllables  in  words  consisting 
of  three  syllables  or  less  presented  bQth 

visually  and  orally 

1 2 

Introduced,  3 ; reviewed,  3 , 5,  6 
16 


Name  and  Location  of  Elements: 

The  words  used  here  and  the  order  in  which  they  were  presented 
were  dLdeiniical..with  the  .words  :.and  order  used  in  Sid>te?t»12*|„  ^ 
Finding  Syllables-^Visual:  1«3  Syllable  Words,  That  is,  the  test 

materials  were  replicated.  The  difference  between  the  tests  w^i 
this:  in  the  present  (auditory«*visual)  form,  the  words  were 

pronounced  while  the  pupils  looked  at  than,  » . 


2*  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


13.2t  Finding  Svllable8«**>Auditory; 

Sr  Syllable  Words 

Identifying  syllables  in  orally  and  visually 
presented  long  words 

Id^tifying  syllables  in  words  consisting  of 

four  or  more  syllables  presented  both 

orally  and  visually 

1 2 « . 
Introduced,  3 ; reviewed,  3 , 5,  6 

16 


Name  and  Location  of  Elements: 

The  words  used  here  and  the  order  in  which  they  were  presented 
were  Identical ,.t«ibh  the  words  andwitftder  used  in.  Siib.te8t.i2.2> 
Finding  Syllables-^Visual:  4«6  Syllable  Words,  That  is,  the  test 

materials  were  replicated.  The  difference  between  the  tests  was 
this;  in  the  present  (auditory*-visual)  form,  the  words  were 
pronounced  while  the  pupils  looked  at  them. 


IE5I3;  #ia  ftndtng  Svllableg— Auditory  

Directions  For  Examiner 

I ‘ ■ ♦ 

Test  ^13  Finding  Syllables>»**Aiidito.ry, 

Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  them  £111  in  the  identifying 
Information  ••••  name*  etc*  on  the  cover  sheet*  When  this  is  com 
pleted,  start  the  tape  recorder*) 

Em  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  find  the  number  of  syllables  in  a word*  Look 
at  the  example  below  and  listen  carefully  to  the  directions* 


Number  of  Syllables 

prolixity  A 

banter  ^ — 

chard  - 


Look  at  the  words  in  the  list*  Look  at  the  first  word*  It  is 
prolixity*  How  many  syllables  does  it  have?  (Pause)  Four*  The 
first  word  has  four  syllables.  The  nunber  four  has  been  written 
on  the  line  by  the  first  word,  prolixity*  Look  at  the  second  word  — 
banter*  How  many  syllables  does  it  have?  (Pause)  Two*  The 
number  two  is  written  on  the  line  by  the  second  word,  banter*  Now 
try  the  third  word  «•-  chard*  Write  the  number  of  syllables  in  this 
word  on  the  line*  (Pause)  What  ntmbar  did  you  write?  One*  The 
third  word,  chard*  has  one  syllable*  These  are  the  same  words  you 
had  on  your  last  test*  But  this  time  1*11  pronounce  them  for  you. 
Listen  carefully*  1*11  pronounce  each  word  twice* 


o 


I 


TESTS:  »13  Finding  SyUables^-Audltoty  A102 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Then  say:) 

‘ ii.'. 

Don’t  look  at  the  test  Items  until  you  are  told  to  do  so* 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc*  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test*  When  questions  are  answered,  turn-on  the  tape  recorder- 
to  finish  the  instructions*  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape*) 


END  NOTE  TO  TEACHER 


Step  ^ 

There  may  be  some  of  these  that  you  do  not  know*  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don’t  worry  if  you  don’t  know  them 
all* 

Step  4 

Now  turn  the  page  and  X will  say  the  words  for  you* 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


TESTS!  Finding  SvllablegyrAudltoriL  - - A1Q3. 

Name  Grade 

Teadier  School 

Test  #13 

FINDING  STLUBtES— AUDITORY 
Directions 

In  this  test,  you  are  to  find  the  number  of  syllables 
In  a yord.  Look  at  the  escample  below  and  listen  carefully 
to  the  directions. 

Example 

Number  of 

Word  Syllables 

prolixity  h 

banter  2 

chard  


i 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 


tBSIS;  #13.  Finding  SvIlable8«*-»Audito.ry 


1..  onelrocritic 

> ...  19. 

2.  manse  ^ 

20. 

3.  gypsophila 

21. 

4*  aglet 

22. 

5.  perambulatory 

23. 

6.  barbarize 

24. 

7.  thalamencephalon 

25. 

8*  panicuiate 

26. 

9.  infelicity 

27. 

10 • heptagon 

28. 

11,  cloy 

29. 

12.  hussar  ^ 

30. 

13.  planimetry 

31. 

14.  canescent 

32. 

15.  saffron  ^ 

33. 

16.  epexegetical  « 

34. 

17.  cupromaguesite 

35. 

18.  coir 

36, 

saltigrade  

chemotherapeutics 
keir 

epeirogenic 
nitrous 
keratinous 
glebe 
hachure 
ultimogeniture 
rugosity 
allantoic 
sanguineness 
umlaut 

hendecahedron 
encrlnite 
chay 

declivity 
palatalization 


APPENDIX  J 


SPECIMEN  TESTS  AND  C(M!BNT  DESCRIPTIONS 
STRUCTURAL  ANALYSIS  SKILLS 

Finding  Roots  in  Compounds 
#2  Ifeaning  of  Contractions 
#4  Finding  Roots  in  Inflected  and 
Derived  Forms 

#1  Adding  Endings  or  Suffixes 


•• 


TESTS;  #3  Fiadinig  Roots  In  Ccmpomda 
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Content  Description s Test  ^,3  Finding  Roote  Ja  Compounds 

1,  Test  Name;  3.1  Finding  Roots  In  Compounds 

Label  for  Skill:  Identifying  components  of  compounds 

Definition  of  Skill:  Identifying  component  parts  in  confound 

words 

Instructional  Span:  Introduced,  1;  reviewed,  each  subsequent 

reading  instructional  level  to  6 with 
reviews  at  reading  instructional  levels  5 
and  6 being  optional 

Possible  Score:  24 

Rame  and  Location  of  Elements  Tested: 

Compound  words  from  R.I.L.  1:  Group  I 

Compound  words  .from  R.I.L.  2:  Group  2 

Confound  words  from  R.r.L.  3:  Group  3 

Compound  words  from  R.I.L.  4:  Group  4 

Confound  words  from  R.I.L.  5:  Group  5 

Compound  words  from  R.I.l^.  6:  Group  6 


TESTS! 


■ ■ Directions  For  Ejcamine*  • ■ 

■ SSS£  fi  Finding  Boot*  In  Compoua^a  .• 

Steg.  1 , . • . ■ > , . ; 


..1^8 


begin  note  to  teacher 


booklets  to  pupils.  Have  them  fill  In  the  Identifying 

""  — • ■"  ®“  ***®  sheet.  When  this  Is  com- 

pleted,  start  the  tape  recorder,) 


END.  NOTE  TO  TEACHER 


§£SE  2 


In  this  test,  you  are  to  find  the  two  root  words  in  each  compound 
word.  Look  at  the  example  below  and  listen  carefully  to  the  directions. 


Example 


Groi^'A- 


1«  pla^/jhouse 


2.  doghouse 


3.  playpen 


Look  at  the  list  of  words;  the  first  word  Is  playhouse.  Playhouse  Is 
a compound  word.  Look  at  the  line  drawn  between  the  words  playnind 
house.  This  line  divides  £lay  and  house  and  tells  us  what  the  two 
words  are  that  make  the  compound.  ETTook  at  the  second  word  ^ 
goghouse.  What  are  the  two  words  which  make  this  compound?  (Pause) 
Yes.  Dog,  and  house.  Where  should  the  line  be  drawn?  (Pause) 

Between  the  g_  and  the  h.  Try  to  make  your  line  carefully,  because 
these  letters  are  very  close  together.  Now,  let*s  do  the  third  word. 
What  is^it?  lt*s  playpen.  What  are  the  two  words  that  make  this 
compound?  They  are  £lay  and  jgen.  Where  should  the  line  be  drawn? 

It  should  be  drawn  between  the  y and  the  p.  If  you  have  not  drawn 
the  line  between  y atid  do  so  now. 


TRSISi  »3  Pindlniit  Rooto  to  Cowvnw^t 


MSi 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

'•»'<( -^#*1  ' • 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

0 

(Answer  any  questions  the  pupils  ask  about  how  their  test 
to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by  this 
teat.  When  questions  are  answered,  turn  on  the  tape  recorder  to 
finish  the  instructions.  You  have  a short  pause  of  about  o-'lu  seconds 

on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  3 

You  have  1 minute  to  complete  the  test. 

There  may  be  some  of  these  that  you  do  not  know.  Just  do  as 

you  can  and  try  to  do  your  best;  don’t  worry  if  you  don’t  know. them 

all. 

Step  4 

You  will  work  with  six  groups  of  compound  words.  When  you 

Group  1,  go  on  to  Group  2,  and  the  other  groups  until  you  finish  all 

six  groups.  You  may  turn  the  page  nwr  and  begin. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NOTE  TO  TEACHER 


TESTS;  #3  Finding  Roots  in  Compounds 


Alio 


Name  Grade 

Teacher ^School 


Test  #3 

FINDING  ROOTS  IN  CONFOUNDS 
Directions 

In  this  test»  you  are  to  find  the  two  root  words  in 
compound  words*  Look  at  the  example  below  and  listen  carefully 
to  the  directions* 

Example 

Group  A 

Im  play  I house 
2*  doghouse 
3.  playpen 


DO  NOT  TURN  THE  FACE 
UNEIL  TOLD  TO  DO  SO. 


TESTS;  Finding  Roota  in  Co^l^•^^nds, 


•AUkX 


I 

4 

1,  grandfather 
2*  bedroom 
3*  storybook 
4«  someone 

Group  3 
1.  bowstring 
2«  deerskin 
3*  halfway 
4«  sawmill 

Group  ^ 

1.  flagship 
2m  plkeman 
3.  wheelwright 


GrwP  2. 

1.  doorway 

2*  henhouse 

3,  cupcake 

4.  without 

Group  4 
1.  mankind 
2m  offshore 
3*  grapevine 
4*  rainbow 

Group  £ 

1,  homblll 
2 m outrigger 
3.  lockjaw 


4«  gentleman 


4#  gangway 


Content  Deacrlntlon;  Test  |2  Meaning  of  Contraction 


1*  Test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


2.1  Meaning  of  Contractions 
Translating  contractions 
Translating  contractions  into  component 
words 

Introduced,  1,  2^,  reviewed,  subsequent 
reading  instructional  levels  to  6 

12 


\ 


Name  and  Location  of  Elements  Tested; 

Location: 

Element  Tee  ted  Item# 


Skill 

Introduced 


One  letter  omitted: 
is,  not 

Two  letters  omitted; 
will,  have 

More  than  two  letjers 
omitted;  would 

Internal  spelling  or 
pronunciation  changed 


1»  2,  9,  12 

3,  6,  8,  11 

4,  7 

5,  10 


j 


^For  items  4 and  7 , It  -waa-aloo  xuBceanary  to  accept  had  as  a 
correct  response. 


^ST&s  #2  Meaning  of  Contractiona 


mi 


Directions  For  Examinee 


Test  #2  Meaning  of  Contractions 


Step  1 

mrnmmimmim  mm 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  identifying 
information  •••*  name,  etc.  on  the  cover  sheet.  When  this  is  com*- 
pleted,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


In  this  test,  you  are  to  vrite  the  words  which  make  contractions.  Look 
at  the  example  below  and  listen  carefully  to  the  directions. 

Example 


Contractions  . Words 


I*m 

I am 

let’s 

let  us 

they’re 

t 

(they  are) 

Look  at  the  first  word  on  the  left  — I*m.  I*m  is  a contraction.  What 
are  the  two  words  you  use  to  make  l*mt  (Pause)  1 These  two  words, 
I have  been  written  in  the  blank  lines.  The  next  contraction  is 
Tet*s.  What  two  words  do  you  use  to  ro^ke  let^  s?  (Pause)  Let  us. 

These  two  words  are  written  on  the  lines  by  letls.  Now,  you  try  the 
next  one  — they*  re.  Write  the  two  words  that  are  used  to  make  them, 
in  the  blank  lines.  (Pause)  The  words  you  should  have  written  are 
they  are; 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say;) 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 


o 

ERIC 

UilL^ 


yES*rS:  #2  .JfeesioR,  of  Cootraction^ 


(Now  check  to  eee  iJc  the  ptqpils  know  what  to  do,  how  to  mark  the 
answers^  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers  are 
to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by  this 
test.  When  questions  are  answered,  turn  on  the  tape  recorder  to 
finish  the  instructions.  You  have  a short  pause  of  about  8-10  seconds 
on  the  tape,) 

END  NOTE  TO  TEACHER 


Step  3 

You  have  2 minutes  to  complete  the  test. 

There  may  be  some  of  these  that  you  do  not  know.  Just  do  aS  many  as 
you  can  and  try  to  do  your  best;  don’t  worry  if  you  don’t  know  them 
all, 

I »,  5 

t 

Step  4 

Now  turn  the  page  and  begin  to  write  the  two  words  for  each  contraction 
on  the  page.  Spell  the  words  as  best  you  can. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins,) 

END  NOTE  TO  TEACHER 


o 

ERIC 


TESTS;  #2  Meaning  of  Contractions 


rnnmmmrn 


Alls 


Name  Grade 

Teacher . School 


Test  #2 

MEANXNQ  OF  GONTBACTIONS 
Directions 

Xn  this  test»  you  are  to  ^ite  the  words  which  make 
contractions*  Look  at  the  example  below  and  listen  carefully 
to  the  directions* 

Examp  ie 


Contractions 

Words  which  make  contractions 

I»m 

I am 

let's 

let  us 

they're 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOUD  TO  DO  SO* 


O 

ERIC 


TESTS;  #2  Meaning  of  Contractions 


A116 


Contractions 


!•  he*s 
2«  isn't 
3.  she'll 


4*  we'd 
5«  don't 
6.  it'll 
7*  he'd 

8.  we've 

9,  didn't 
10*  won'  t 
11,  could've 
12*  where's 


Words  which  make  contractipng. 


A117 


TBsiSt  #4  glitdlitg  RobtB^ln.  Inflected  aoa.Petlvpd  goicms 

6ontenc  Deserintlon:  Test  ElndlnR  Roots  in  Inflected 

— and  Derived  Forms 


Instructional  Level  of  Root  Words 

Root  words  were  selected  from  reading  instructional  levels  prior 
to  the  level  at  which  the  particular  element  being 
introduced. 


1,  Sub  teat  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


Finding  Roots  in  Inflected  and 
Derived  Forms;  No  Root  Change, 

Identifying  roots,  endings,  and  suffixes 

Identifying  roots,  endings,  and  suffixes  in 
words  in  which'  spelling  changes  do  not  occur 

Introduced,  P;  reviewed,  reading  instruc- 
tional levels  subsequent  to  the  level  at 
which  they  were  introduced 

12 


Name  and  Location  of  Elements  Tested: 
Element: 


Ending  or  Suffix 


Location: 
Item  # 


R.X,L.,  Element 
Introduced 


1,  ••ed 

X,  6 

2,  -ly 

3,  10 

3,  -less 

17,  20 

4,  -ion 

22,  33 

5,*  — iz^.;. 

32,  43 

6 <g  — ee 

29,  38 

Sub  test  Name: 

4>2  Finding  Roots  In  Inflected 
Derived  Forms;  Prefixes 

Label  for  Skill: 

Identifying  roots  and  prefixes 

3' 

4 

5 

6 


Definition  of  Skill: 


Instructional  Span: 


possible  Score: 


Identifying  roots , and. prefixes  in  words  in 
which  spelling  changes:  do  not  occur 

Introduced,  2^;  reviewed,  reading  instruc- 
tional le*^ls  subsequent  to  the  level  at 
which  the  prefix  was  introduced 


lU 


An  error  was  made  on  item  29,  examinee;  a spelling  change  was 
involved.  This  error  was  not  discovered  until  data  were  analyzed. 


AU8 


TESTS;  Finding  Roots  in  Inflected  and  Derived  Fprng 


Content  Description  (Continued) 


Name  and  Location  of  Elements  Tested: 


Element: 

Location: 

R.I.L«,  Element 

Ending  or  Suffix 

Item  # 

Introduced 

1.  un- 

2,  5 

2 

2.  re- 

14,  19 

3^ 

over- 

18,  28 

4 

4.  sub- 

31,  40 

5 

5.  , mis- 

34,  39 

6 

i 

3*  Sub test  Name; 
Label  for  Skill: 


Finding  Roots  in  Inflected  and 
Derived  Forms;  Root  Changes 

Locating  Roots  by  using  root-change  rules 


Definition  of  Skill: 


Instructional  Span: 


Fossible  Score: 


Using  rules  for  root  changes  to  locate  root 
words  in  inflected  forms  in  which  spelling 
changes  occur 

12  1 

Introduced 9 2,2,3;  reviewed,  each 
subsequent  reading  instructional  level  to 
6 with  reviews  at  reading  instructional 
levels  5 and  6 being  optional 

14 


Elements  Tested: 

Rule 

-Jk  Rule 

1 When  a root  word  ends  in  a single 
Consonant,  the  consonant  may  be  doubled 
before  adding  -ed,  -ing,  or  other  endings 
.or  suffiKes  which  begin  with  a vowel. 

2 when  a root  word  ends  in  -e*  the  -e  may 
be  dropped  before  adding  -ing,  -ed,  -est, 

-er,  or  other  endings  or  suffixes  which 

■ begin  with  a vowel. 

3 When  a root  word  ends  in  ^»y,  the  -y  may  be  2^ 

changed  to  -i  before  the  ending  or  suffix  is 
added.  (This  principle  may  be  taught  with  the 
added  point  ^at  the  -y  is  usually  changed  to 

-i  when  the  -y  is  immediately  preceded  by  a 
consonant.) 


R.I.L*,  Rule 
Introduced 


TESTS;  to  binding  Roota  lA  Hi£laefi°a  and  p^rtv^d  J.qBBa 

* *\  * * * 
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Content  Description  (Continued) 

/ 


Rule 

# 

4 

5 

6 
7 


Rule 

IJheti  a root  word  ends  in  the  ••y  may 
be  changed  to  -i  before  the  suffix  -ly 
Is  added. 

When  a root  word  ends  in  -f  (or  -fe  in 
which  the  -e  is  silent),  the  -f  may  be 
changed  to  ••v  before  the  ending  is  added. 

In  adding  the  numerical  suffix  -ty  to 
a root  word,  the  root  word  may  be  changed 
before  the  suffix  is  added. 

In  adding  the  noun-forming  suffix  -th  to 
a root  word,  the  root  word  may  be  changed 
before  the  suffix  is  added. 


R.I.L.,  Rule 
Introduced 


Loedtion  of  Elements  Tested: 


Rule 

# 

1 

2 

3 

4 


Iten*~ 

# 

4,  9 
8,  11 
7,  12 
16,  25 


Rule 

-Lit, 

5 

6 
7 


Item 

15,  23 
21,  36 
27,  42 


4.  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill: 


Instructional  Span; 


4.4  Finding  Roots  in  Inflected  and 

Derived  Forms ; Jtore  TSl2£  One.  Affix 

Identifying  roots  and  multiple  affixes 

Identifying  roots  and  affixes  in  words 
with  more  than  one  affix,  with  some  words 
involving  spelling  changes 

Introduced,  2^;  reviewed,  each  subsequent 
reading  instructional  level  to  6 


Possible  Score: 


8 


TESTS 


Content  Description  (Continued) 


Name  and  Location  of  Elements  Tested; 


Element; 

Multiple  Affixes 


re* 


_ _ J ^mi%A 


•ful  and  »ly 


-less  and  -ness 

un-  and  -ly 

(-y  to  -i  before  «ly) 


location: 

jltem 

24,  35 
13,  30 
26,  41 
37,  44 


R.I.L.,  Respective 
Elements  Introduced 


i 

i 


TESTS;  #4  ^Pigaitig  Roots  In  Inflected  and  Derived  Forms 


2X 


Directions  For  Examiner 


Test  #4  F:^ing  Roots  in  Inflected  and  DerijM  Forms 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  them  fill  in  the  identifying 
information  name,  etc*  — on  the  cover  sheet*  When  this  is  com- 
pleted, start  the  tape  recorder*) 

EM)  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  xtIII  work  with  words  which  have  been  made  by  adding 
prefixes,  suffixes,  and  endings  to  root  words*  You  are  to  write  the 
root  from  which  each  word  was  made*  Look  at  the  example  below  and 
listen  carefully  to  the  directions* 

Example 


Word 


Root 


comes 


come 


jumping 


dogs 


(dog) 


Look  at  the  column  of  words  on  the  left.  The  first  word  is  comes.  We 
x^nt  to  write  the  root  or  word  from  which  the  word  comes  was  made* 

This  word  ends  in  What  is  the  root?  (Pause)  Come*  Come  is  the 
root  word  for  corned*  It  is  written  on  the  first  blank  line  on  your 
paper*  Look  at  the  second  word  — jumping.  What  root  word  should 
you  write?  (Pause)  Jump*  Write  lump  on  the  next  blank  line*  Now, 
let*s  do  the  third  word*  What  is  that  word?  That  word  is  dogs*  What 
is  the  root?  It  is  dog*  Now  you  should  write  dog  on  the  next  blank 
line*  Write  dog  on  the  next  blank  line  if  you  have  not  already  done 
^o* 


TESTS;  #4  ff-ftniing  Roots  In  Inflected  and  Derived  Fprmj. 


M2Z 


BEGIN  NOTE  TO  TEACHER 


(Stop  the  tape  recoicder  at  this  point.  Then  says) 

Don't  loolc  at  the  test  items  until  you  are  told  to  do  so, 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask;) 

Do  you  understand  how  you  are  to  write  your  answers? 

0 

(Answer  any  questions  the  pupils  ask  about  how  their  test  ana^rs 
are  to  be  recorded,  but  avoid  teaching>  the  skill  being  measured  by 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions*  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape,) 


END  NOTE  TO  TEACHER 


Step  3 

You  have  6 minutes  to  complete  the  test. 


There  may  be  some  of  these  that  you  do  not  know.  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don't  worry  if  you  don't  know  them 

all. 

Step  4 

When  you  finish  the  first  page,  go  on  to  the  next  page.  Now  turn  the 
page  and  begin  to  write  the  root  words. 


BEGIN  NOTE  TO  TEACHER 


(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins,) 


END  NOTE  TO  TEACHER 


TESTS;  #4  Finding  Roots  in  Inflected  and  Derived  ForM 


A123 


Name 

Grade 

Teacher 

♦ 

School 

Test  #4 

FINDING  ROOTS  IN  INFLECTED  AND  DERIVED  FOBMS 

Directions 

In  this  test,  you  wiH  work  with  words  which  have  been 
formed  by  adding  prefixes,  suffixes,  and  endings.  You  are 
to  write  the  root  from  which  each  word  was  made.  Look  at 

the  below  and  listen  carefully  to  the  directions. 

/ 

Example 


Word  Root 

oomes 

Jumping  . 

dogs  ■ ■ - - . 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 


TESTS!  #4  Finding  Roots  in  Inflected  and  Derived  Forms 


Am 


Word 

!•  parked 

2*  tmpln  . ■ - 

3*  darkly  .. 

4.  fattest 

5.  unseen  ^ 

6*  walked 

7.  stories  . 

8*  finest  — 

9*  stopped 
10*  slowly 

11.  pictured  

12*  families 

13*  helpfully  

14*  rename  

15*  wolves  - . 

16*  merrily  - 

17*  wordless  . 

18*  overhear  - . 

19*  rewash  

20*  bottomless  - 

21.  fifty 

22*  subjection  »«_«__ 


GO  ON  TO  THE  NEXT  PAGE 


TESTS;  #4  Finding  Roots  in  Inflected  and  Derived  Fbrms 


A125 


Word  Root 

23,  knives  ' 

24,  reworded  ''  •' 

25,  angrily  . 

26,  sleeplessness 

27,  truth 
28#  overpaid 

29,  examinee 

30,  cheerfully 

31,  subdivide 

32,  hospitalize 

33,  invention 

34,  misunderstand 

35,  refloored 

36,  forty 

37,  unhappily 

38,  grantee 

39,  misplace 

40,  subbasement 

41 , restlessness 

42,  width 

43,  symbolize 

44,  uneasily  — 


ERIC 


A3.26 


TESTS!  #1  Addin^js  Endlnee  or  Suffixes 


Content  Description;  Test  #1  Adding  Endings  or  Suffixes 


Instructional  Level  of  Root  Words 

Root  words  were  selected  from  reading  Instructional  levels  prior 
to  the  level  at  which  the  particular  element  being  tested  was  Introduced. 


1.  Sub test  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 


Possible  Score 


1 


• 1. 1 Adding  Endings  or  Suffixes : Root 

Changes 

Changing  roots  by  using  root-»change  rules 

Applying  rules  for  root  changes  to  produce 
Inflected  and  derived  fotms 
12  1 

Introduced,  2,2,3;  reviewed,  subsequent 
reading  Instructional  levels  to  6 with 
reviews  at  readingilnstructional  levels  5 
and  6 being  optional 

14  ' 


Elements  Tested:  * 


Rule 

1 When  a root  word  ends  In  a single 
consonant,  the  consonant  may  be  doubled 
before  adding  -ed,  -ing,  or  other  endings 
or  suffixes  which  begin  with  a vowel. 

2 * When  a root  word  ends  in  -e,  the  -e  may 

be  dropped  before  adding  -ing,  »ed,  ••eat, 

-er,  or  other  endings  or  suffixes  which 
begin  with  a vowel. 

3 When  a root  word  ends  in  *»y,  the  -y  may  be  2 

changed  to  «•!  before  the  ending  or  suffix 

is  added.  (This  principle  may  be  taught  with 
the  added  point  that  the  -y  is  tisually  changed 
to  «i  when  the  -y  is  immediately  preceded  by 
a consuuaiit./  ' 

i 

4 When-  a root  word  ends  in  -y,  the  -y  may  be  2 

changed  to  **1  before  the  suffix  -ly  is 

added.  * * 


R.I.L.,  Rule 
Introduced 


Rule 


•! 


‘The  test 

foils . 


score  does  not  Include  the  subjects' 


responses  to  the 


TESTS!  #1  Additm  EndlnRB  or  Suffixes 


mi 


Content  Description  (Continued) 


Rule 

# 

5 


6 


7 


R»X*1*9  Rule 

Rule  introduced. 

When  a root  word  ends  in  -f  (or  -fe  in  3 

which  the  -e  is  silent),  the  -f  may  be 
changed  to  “V  before  the  ending  is 
added, 

«1 

In  adding  the  numerical  suffix  -ty  to  ^ 

a root  word,  the  root  word  may  be  changed 
before  the  suffix  is  added, 

_1 

In  adding  the  noun-forming  suffix  -th  to  3 

a root  word,  the  root  word  may  be  changed 
before  the  suffix  is  added. 


Location  of  Elements: 


Rule 


Elements : 

With  Root  Change 


Foil  Elements: 
No  Root  Change 


1 

7,  XO 

3,  12 

2 

2,  11 

16,  5 

3 

1,  14 

4,  8 

4 

9,  13 

6,  15 

5 

17,  26 

18,  23 

6 

21,  28 

19^,  24 

7 

22,  25 

20,  27 

^An  error  was  made  on  item  19,  eighty*  a spelling  change  . 
(numerical  -ty)  is  involved.  This  error  was  not  discovered  until  data 

were  analyzed. 


TESiCS:  #1  Adding  Endings  or  Sufftjceg,^ 


Am 


Directions  For  Examiner 
Test  #1  Adding  Endings  or  Suffixes 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  them  fill  in  the  identifying 
information  name,  etc#  *•“  on  the  cover  sheet#  When  this  is  com* 
pleted,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  add  an  ending  or  suffix  to  a root  word  to  make 
a new  word  form#  Look  at  the  example  below  and  listen  carefully  to  the 
directions# 

Example 


. Root  Word 

Add  this  Ending 
or  Suffix 

New  Word  Form 

jump 

1 

1 

lumping^  ^ 

help 

-s 

helps 

see 

1 

1 

( seeing) 

Look  at  the  words  in  the  left  hand  column;  the  first  word  is  jwp. 

We  can  make  a new  word  with  jump  by  adding  an  ending  or  suffix  to  it# 
The  ending  we  want  to  add  to  jump  is  **ing#  It  is  in  the  middle 
column#  The  new  word  we  form  by  adding  *ing  to  jump,  is  Jianping#  It 
is  written  for  you  on  the  blank  line  in  the  last  column#  Wow,  look 
at  the  next  word**help#  What  ending  do  we  want  to  add?  (Pause) 

When  is  added  to  help,  what  is  the  new  word?  (Pause)  Help.s# 

It  also  has  been  written  on  the  blank  line.  Let*  s try  adding  an 
to  the  other  word  to  be  sure  you  understand  what  to  do# 

What  is  the  root  word?  it*s  What  ending  do  we  add?  It*s  *ing# 


A129 


TESTS;.  #1.  Addins  Endings  ot  Suffixes 


You  see  «"ing  in  the  middle  column.  Then  what  word  should  you  write 
in  the  last  column?  You  should  write  seeing  ^ s-e*-e-i-n-g.  If  you 
have  not  written  seeing  in  the  last  column»  do  so  now* 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Then  say;) 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers  are 
to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by  this 
test*  When  questions  are  answered,  ttim  on  the  tape  recorder  to 
finish*  the  instructions.  You  have  a short  pause  of  about  8*“10  seconds 
on  the  tape.) 

END  NOTE  TO  TEACHER 


Step  3 

You  have  ^ minutes  to  complete  the  test. 

There  may  be  some  of  these  that  you  do  not  know.  Just  do  as  many  as 
you  can  and  try  to  do  yotir  best;  don’t  worry  if  you  don’t  know-  them 
all. 

Step  4 

Now  turn  the  page  and  begin  to  write  the  new  word  forms. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NOTE  TO  TEACHER 


TESTS  t #1  Adding  Endings  or  Suffixes 


A130 


Name  grade 

Teacher  School 


Test  #1 

ADDING  ENDINGS  G5i  SUFFIXES 
Directions 

In  this  test I you  are  to  add  the  ending  or  suffix  to  a root 
word  to  make  a new  word  form*  Look  at  the  example  below  and  listen 
carefully  to  the  directions* 


Example 


Add  this  Ending 


Root  Word 

. . ^ . oE-JSuffix  . 

New  Word  Form 

jump 

-ing 

iumpine 

help 

-s 

helps 

see 

-itig 

1 * ‘ " ■■  

f ' ' ■ 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO* 


TESTS;  #1  Adding  Endings  or  Suffixes 


A131 


Root  Word 
1«  baby 
2«  late 
3*  rain 
4*  watch 
5m  talk 
6*.  round 
7.  pen 
Sm  catch 
9m  busy 
10*  big 
11.  name 
12*  dark 
13 • hungry 

14«  penny 
15 • slow 

16.  long 
17 • self 

18.  boK 

19.  ei^t 

20.  grow 


Add  this  Ending 

or  Suffix  New  Word  Form  ^ 

•es 

•est  - - - - 

- 

'»es  . 

-ly  - 

•ed  

•es  - 

-ly  

-est  - - 

-ed  . 

-est 

-ly  

. . ..  .■ 

-ly  

-est  

-es  

-es  

-ty  

-th  _____ 

GO  ON  TO  THE  NEXT  PAGE 


o 
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Hoot  Word 


Add  this  Ending 
or  Suffix 


New  Word  Form 


21,  - four 

22,  ‘ true 

23, ‘  buzz 
24;  six* 

25.  wide 

26,  life  • 

27,  warm 

28.  five 


-ty 

•*th 

••es 

wfty 

••th 

•es 

•th 

•ty 


APPENDIX  K 


SPECIMEN  TESTS  AND  CONTENT  DESCRIPTIONS: 
DICTIONARY  SKILLS 

#5  Alphabetizing  Words 
#6  Dictionary  Guide  Words 
#7  Finding  Definitions 
#8  Selecting  Definitions 
Pronunciation  Symbols 


A13S 


Content  Description;  Test  #5  Alphabetizing  Words 


1.  Sub  test  Name: 
Label  for  Skill : 

5.1  Alphabetizing  Words:  By  First  Letter 

Identifying  alphabetical  sequences  based 
on  first  letter 

Definition  of  Skill: 

Identifying  alphabetical  sequences  among 
words;  tliie  ordering  principle  is  based 
on  the  first  letters  6£  the  words 

Instructional  Span: 

2 

Introduced 9 2 ; reviewed , subsequent  read- 
ing instructional  levels  to  6 with  reviews 
at  reading  Instructional  levels  5 and  6 
being  optional 

Possible  Score: 

12 

Location  o£  Element  Tested:  Group  1 and  Group  2 


2.  Sub  test  Name: 
Label  for  Skill: 

5.2  Alphabetizing  Words:  By  Third  Letter 

Identifying  alphabetical  sequences  based 
on  third  letter 

Definition  of  Skill: 

Identifying  alphabetical  sequences  among 
words;  the  ordering  principle  is  based  on the 
third  letters  of  the  words 

Instructional  Span: 

2 

Introducedy  2 ; revlewedy  each  subsequent 
reading  Instructional  level  with  reviews 
at  reading  Instructional  levels  5 and  6 
being  optional 

Possible  Score: 

12 

Location  o£  Element  Tested:  Group  3 and  Group  4 


3.  Sabjes.t 

5.3 

Second,  or  Third  Letter 

Label  for  Skill: 

Identifying  alphabetical  sequences  based 
on  first,  second,  or  third  letter 

Definition  of  Skill: 

Identifying  alphabetical  sequences  among 
words;  the  ordering  principle  is  based  on 
the  flrstt;. letter,  second  letter,  or  third 
letter  of  the  words 

TESTS;  #5  Albbabetlzing  Wot,4& 
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Content  Description  (Continued) 


Instructional  Span; 

Introduced,  2^;  reviewed,  each  subsequent 
reading  instructional  level  with  reviews  at 
reading  instructional  levels  5 and  6 being 
optional 

Possible  Score: 

12 

Location  of  Element  Tested:  Group  5 and  Group  6 


Aiai- 


TESTS;  Alphabetizing  Words 


Directlona  for  Examiner 


Test  y/5  Alphabetizing  Words 


Step  1. 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  them  fill  in  the  Identifying 
information  name,  etc*  — • on  the  cover  sheet.  When  this  is  com~ 
pleted,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  put  groups  of  words  In  alphabetical  order* 
Look  at  the  example  below  and  listen  carefully  to  the  directions* 

Example 


Group  A 
4 zoo 

Group  B 

(3)  night 

2 

, dark 

(4> 

yes 

3 

pretty 

early 

1 

all 

_(iL. 

better 

Look  at  the  words  in  Group  A.  Each  word  in  Group  A has  a number 
written  by  it*  The  words  in  this  group  have  already  been  put  in 
alphabetical  order  by  using  the  numbers*  The  word  which  would  come 
first  in  order  is  the  x7ord  all,  so  the  number  1.  is  written  in  the 
blank  in  front  of  the  word  "all.  The  word  dark  would  be  next  in 
order,  so  the  number  ^ is  written  in  the  blank*  Look  at  the  other 
words  and  see  how  each  word  has  a number  by  it*  Your  job  is  to  put 
groups  of  words  like  these  in  order  by  writing  the  number  of  the 
order  by  each  word*  Now,  let’s  try  putting  the  words  in  Group  B in 
order  to  be  sure  you  understand*  Which  word  in  Group  B will  come 
first?  (Pause)  better.  What  number  will  you  write  by  the  word 
better?  (Pause)  !•  What  word  will  be  second  in  order?  (Pause) 


TESTS;  #5  Alphabetizing  Words 


i0arljr*  This  word  will  have  a ^ written  in  the  blank  space.  Now 
what  is  the  third  word  in  order?  It  is  night.  You  should  write  a 
3,  in  the  blank  space  before  night . Now  what  is  the  fourth  word  in 
order?  It*s  ^[es.  You  ^hould  write  A the  blank  by  the  word  yes. 


BEGIN  NOTE  TO  TEACHER 

'} 

(Stop  the  tape  recorder  at  this  point.  Then  say;) 

[ Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 

' (Now  check  to  see  if  the  pupils  know  what  to  do,  ho^  to  mark  the 

answers,  etc.  Then  ask;) 

' Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 

END  NOTE  TO  TEACHER 


Step  3 

You  have  4 minutes  to  complete  the  test . 

There  may  be  some  of  these  that  you  do  not  know.  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don't  xrorry  if  you  don't  know  them  all. 

V 

step  4 

You  will  have  six  groups  of  words  to  put  in  order.  When  you  finish 
with  Group  1,  go  on  to  Group  2 and  the  other  groups,  until  you  finish  all 
six  groups.  You  may  turn  the  page  now  and  begin. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


“Er|c 
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Name. 


Grade 


Teacher 


School 


Test  #5 

ALPMBETIZING  WORIW 
Directions 

In  this  test,  you  are  to  put  groups  of  words  in 
alphabetical  order.  Look  at  the  example  below  and  listen 
carefully  to  directions. 

Example 


Group  A 

Group  B 

4 zoo 

night 

2 dark 

yes 

3 pretty 

early 

1 all 

better 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 


TESTS!  #5  Alphabetizing  Words. 
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gyoHEi 


Group  2 


today 

helpful 

beat 

lunch 

yard 

ride 


Group  3 


neat 
uncle 
next 
until 
, need 
under 


Group  5 


kind 
have^ 
visit 
hair 
, very 
happy 


jump 

• • ' * 

clom 

scare 

glad 

never 

t7ash 


Group  4 


farm 

winter 

wise 

family 

with 

father 


Group 


yellow 
. side 
leave 
sister 
, large 
silly 


ERIC 
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TESTS;  #6  nslng  Dictionary  Guide  Words, 


Aia 


Content  Deacrlptlon;  Test  M nslnp  Dictionary  GulteljSrde 


Reading  Instructional 'Level  of  the  Material 

The  reading  instructional  level  at  which  this  skill  was  intr^uced 
was  the  3^  level;  therefore,  the  words  used  in  the  test  were  from 
reading  instructional  levels  3 through  6# 


1.  Sub  test  Name; 

Label  for.  Skill,: 

i j.. 

Definition'  of  Skill: 

Instructional  Span: 
Possible  Score: 


^•3  Dictionary  Guide  Words 

Using  dictionary  guide  words 

Knowing  the  function  of  and  using  dictionary 
guide  words 

Introduced^  3 ; reviewed,  3 , 4,  5,  6, 

30 


of  Elements  Tested: 


Name  and  location 

Use  Based  on  Third  Letter: 

Use  Based  on  Fourth  Letter: 


Items  1,  5,  10,  11,  13,  14, 

16,  17,  23,  24,  29 

Items  2,  3,  6,  9,  12,  13,  19, 
20,  22,  25,  27,  28 

Items  4,  7,  15,  21,  26,  30 


Foils: 


TESTS;  Using  Dictionary -Culde  Words 


Mhl 


Directions  For  Examiner 


Test  £6  Using  Dictionary  Guide  Words 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  identifying 
information  name,  etc.  on  the  cover  sheet.  When  this  is  com- 
pleted, start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test , you  will  be  using  dictionary  guide  words  like  those  you 
use  when  you  are  finding  words  in  a dictionary.  For  this  test,  you 
will  not  be  given  an  example,  so  listen  carefully  to  the  directions. 
Now  turn  the  page.  (Pause) 

Step  ^ 

Look  at  the  top  of  your  paper.  There  are  the  dictionary.  BSMS. 

and  the  page  numbers  where  they  are  found.  Look  at  the  bottom  of  your 

paper.  There  are  the  words  you  are  to  find  the  page  numbers  for. 

Your  job  is  to  use  the  dictionary  guide  words  to  help  find  the  page 
number  where  each  word  is  located.  Draw  a line  under  the  correct 
page  number  — either  174,  177,  206,  or  210. 

There  are  some  words  which  you  will  not  have  page  numbers  for.  The 
dictionary  guide  words  will  help  you  decide  which  words  you  do  not 
have  page  numbers  for.  When  you  have  a word  which  has  no  page  number, 
mark  the  words  in  the  last  column , none  of  these  pages. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say;) 

Don't  start  work  on  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do , how  to  mark  the 
answers,  etc.  Then  ask;) 

Do  you  understand  how  you  are  to  write  your  answers? 


TESTS  i #6  U0lng  Dictionary  Guide  Words 


(Answer  any  questions  the  pupils  ask  about  how  their  test  ^^swers 
are  to  be  recorq^d,  but  avoid  teaching  the  skill  being  measured  by 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to,  finish  the  instructions.  You. have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  4. 

You  have  ^ minutes  to  complete  the  test. 

There  may  be  some  of  these  that  you  do  not  know^  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don’t  worry  if  you  don’t  know  them 
all. 

Step  5 

Remember,  draw,  a line  under  the  correct  page  number  or  the  words  none 
of  these  pages.  XJlien  you  finish  the  first  page,  go  on  to  the  next 
page.  Now  you  may  begin. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


TS5STS;  ^6  Us Dictionary  <Guide  Words 


Name 

Teacher 


Grade. 


School 


Test  #6 

USIKG  DICTIOJaARY  GUIDE  WORDS 
Directiot^g, 

In  this  test,  you  will  be  using  dictionary,  £uida  miSL 
those  you  use  wfcien  you  are  finding  words  iu  a dictionary*  For 
this  test  you  will  not  be  given  an  eacaniiple,  so  listen  carefully 

to  the  directions* 


V 


DO  NOT  TURN  THE  PAGE 

until  told  to  do  so* 


DICXICmRY  GUIDE 


clause 

Page  174 

clodcifOii!‘k 

•I.  V ♦ » • • 

clown 

• 

Page  177 

coddle.,. 

creamery 

Page  206 

crockery 

cruelty 

Page  210 

cultivation 

— 

Words 

Page  Numbers 

in  Dictionary 

1. 

cobbler 

174 

177 

206 

210 

none 

of 

these  pages 

2. 

cloak 

174 

177 

206 

210 

none 

of 

these  pages 

3, 

crumb 

174 

177 

206 

210 

none 

of 

these  pages 

4. 

colt 

174 

177 

206 

210 

none 

of 

these  pages 

5* 

clerk 

174 

177 

206 

210 

none 

of 

these  pages 

6. 

croak 

174 

177 

206 

210 

none 

of 

these  pages 

7. 

crude 

174 

177 

206 

210 

none 

of 

these  pages 

8. 

cucumber 

174 

177 

206 

210 

none 

of 

these  pages 

9, 

create 

174 

177 

206 

210 

none 

of 

these  pages 

10. 

coasted 

174 

177 

206 

210 

none 

of 

these  pages 

11. 

cuddle 

174 

177 

206 

210 

none 

of 

these  pages 

12. 

credit 

174 

177 

206 

210 

none 

of  these  pages 

13. 

cleave 

174 

177 

206 

210 

none 

of 

these  pages 

TESTS » *6  nslne  DlctlOTaty.Jujlig_l^^iSgS. 
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23.  cubic 

24.  cocoon 


174 

174 

174 


Words 

cobra 

m 

177 

Page  Numbers  in  Dictionars. 
206  210  none  of 

these  pages 

clatter 

174 

177 

206 

210 

none  of 

these  pages 

crush 

174 

177 

206 

210 

none  of 

these  pages 

cocoa 

174 

177 

206 

210 

none  of 

these  pages 

client 

174 

177 

206 

210 

none  of 

these  pages 

crib 

174 

177 

206 

210 

none  of 

these  pages 

culprit 

174 

177 

206 

210 

none  of 

these  pages 

coil 

174 

177 

206 

210 

none  of 

these  pages 

criminal 

174 

177 

206 

210 

. none  of 

these  pages 

177 

177 

177 


206 

206 

206 


210  none  o£  these  pagei 
210  none  of  these  page 
210  none  of  these  page 


o 

ERIC 


25.  clause 


T^STS:  4^6  Using  Dictionary  Guide  Words, 


M47 


DICTIONARY  GUIDE  WORDS 


Words 

Pj^e  Numbers  in  Dictionary 

26*  curious 

174 

177 

206 

210 

none  of  these  pages 

27.  critical 

174 

177 

■ Z06 

210 

none  of  these  pages 

28.  cleft 

174 

177 

206 

210 

none  of  these  pages 

29.  coach 

174 

177 

206 

210 

none  of  these  pages 

30.  clothe 

174 

177 

206 

210 

none  of  these  pages 

■Gloaaary. 


1 


GlGSiSABY 


Glossary  yas  used  with  Test  #7,  Finding  Definitions  and  Test 
#8,  Selecting  Definitions* 


TESTS;  Gloaawy. 

t 


msL 


ANCHOR  Page  1 


ANCIKR.  1.  a shaped  piece  of  iron  fastened  to  a ship  by  a long  chain 
or  rope  and  dropped  to  the  bottom  of  the  water.  The  anchor  grips  the 
earth  or  rocks  and  so  keeps  the  ship  from  drifting.  2.  hold  in  place 
with  an  anchor:  Can  you  anchor  the  ship?  3.  drop  anchor;  Th® 

anchored  in  the  bay. 

ARC  1.  any  part  of  a circle.  2.  part  of  a curved  line.  n. 

BUSH  1.  a woody  plant  smaller  than  a tree,  often  with  many  separate 
branches  starting  from  or  near  the  ground.  2.  spread  out  like  a 
bush;  grown  thickly^  3.  open  forest;  wild  land.  1,  3n.,  2v. 

BUSINBSS  1.  thing  one  is  busy  at;  work;  occupation:  A carpene^^ 

business  is  building.  2.  matter;  affair:  j^od  yo^  own  businega. 

3.  trade;  buying  and  selling:  Tlie  store  does  a business. 

CAST  1.  throw:  cast  a fishing  line,  cast  a shadow.  2.  shape  by 

pouring  or  squeezing  into  a mold  to  harden.  Ifetal  in  first  melt,^ 
and  then  cast.  3.  CAST  ONE'S  LOT  WITH  often  means  share  the  fate 
or  fortune  of.  CAST,  CASTING. 

COLUMII  1.  a slender,  upright  structure;  a pillar.  2.  anything  that 
seems  slender  and  upright  like  a column:  a colunm  of  smoke. 

COSflRRI  1.  belonging  to  or  shared  by  all:  The  land  In  the  comyn 
property  of  five  men.  2.  often  met  with;  usual;  familiar:  Snow 

in  conmon  In  cold  countries.  3.  IN  COMMON  means  owned,  used,  done 
by  both  or  all:  We  have  many  interests  in  common. 

CONTENT^  1.  what  is  contained  in  anything;  all  things  Inside:  the 

contents  of  a room,  the  contents  of  a container  or  holder  of  any 
2.  what  Is  written  in  a book;  what  is  said  in  a speech:  I agreed  ■ • 

with  the  content  of  the  speech. 

CONTENT^  1.  satisfy;  please.  2.  satisfied;  contented:  you 

content  to  wait  until  tomorrow?  3.  contentment;  satisfaction;  The 
cat  lay  beside  the  fireplace  in  sleepy  content. 

CHEST  1.  decoration  at  the  top  of  a coat  of  arms.  2.  the  top  part; 
ridge;  peak;  summit.  3«  reach  the  crest  or  top  part  of  1,  2n. , 
3v. 

EFFECT  1*  result:  The  effect  of  the  gale  was  to  overturn  several 

boats.  2.  get  done;  bring  about:  The  war  effected  changej.  SSSS. 

the  world.  3.  force;  power;  influence:  The  medicine  had  an  .Immediate 

effect.  4.  Impression  produced.  1,  3,  4n.,  2v. 


er|c 


A150 


EIDER 


Page  2 


LEDGE 


EIDER  1.  oldett;  ^ eldejc  broths*  2.  an  older 
should  respect  their  elders.  3.  an  officer  in  a church. 

EHTRANCE^  1.  act  o£  enterlt«.  2.  freedom  or  right  of  entering,  n, 

ENIBAIKX^  fill  with  joy;,  delight;  charm,  v.,  EN  XRdHCED* 

EN  TRANC  IMS. 

FOBGE^  1.  place  with  fire  where  metal  is  heat^ 

hamnered  into  shape.  2.  make;  shape;  form.  In.,  2v.,  FORGED, 

F0B6  INS. 

FWGE^  move  forward  slowly  but  steadily:  One  SfeSSi  Sf 

toothers  and  won  the  race,  v.,  FORGER  FOBG  INS. 

007  ERN  rule;  control;  manage:  John  Carve;:  ww  chosen  to  govMn  the 

Pilgrims  for  a,  yc^. 

HUM  MOCK  1.  small  rounded  hill.  2.  bump  or  ridge  in  a field  of  ice. 

n. 

ILLUSION  le  appearance  \diich  is  not  real  ; micileading  appearance. 

2.  a false  idea,  notiong  or  belief,  n. 

lAP^  the  front  part  from  the  waist  ti  the  knees  of  a .person 

down,  with  the  clothing  that  covers  it:  She  h«!ld  ^.baby  her  IfiE. 

UP*  a part  of  something,  such  as  a journey  or  a race. 

UP*^  drink  by  lifting  up  with  the  tongue;  lick:  Cats  and  dogs  lag 

jffitar.  lAPiED,  LAP  PINS. 

USH^  wave  or  beat  back  and  forth:  The  lion  M®  £SiI*  £!£ 

wind  lashes  the  sails,  v. 

LASH^  tie  or  fasten  with  a rope,  cord,  «tc.!  The  bg^s  lash^.  I^gs 
together  to  make  a raft. 

launch  1.  cause  to  slide  into  the  water; 

out  forth  on  the  water  or  into  the  air:  launch  a plane  fros  pn  pir^aft 

business,  v. 

ledge  1.  harrow  shelf:  a window  ledge.  2.  a shelf  or  ridge  of 

rock.  . . 


o 
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LOG 


Page  3 


LOG  1.  a length  of  lipood  just  as  It  comes  from  the  tree.  2.  made  of 
logs;  a log  house.  3.  the  daily  record  of  a ship’s  voyage. 

MBAL^  1.  breakfast,  lunch,  dinner,  or  supper.  2.  the  food  eaten  or 
served  at  any  one  time:  We  enjoyed  each  meal  at  tte  hotel. 

HEAL^  1.  grain  ground  up;  com  meal.  2.  anything  ground  to  a 
powder 

MERE^  nothing  else  than;  only;  simple*  T}ie  cut  w|s  the  toete^  JSSSSSli- 
adj.,  super  1.  MEREST. 

MERE^  Poetic,  lake;  pond.  n. 

MIRAGE  1.  misleading  appearance  resulting  from  a reflection  of  scjme 
distant  scene  in  such  a way  as  to  give  the  impression  that  it  is  near. 

2.  illusion;  thing  that  does  not  e;cist.  n. 

MOGET^  1.  get  up  on;  ^ mount  a horse,  to  mount  a platform.  2.  got 
on  a horse:  Paul  Revere  mounted  in  haste.  3.  put  on  a horse;  furnish 

with  a horse:  the  mounted  police.  4.  a horse  for  riding:  T^ 

had  an  excellent  mount.  5.  rise;  increase;  risa  in  amount:  mg  £2S£ 

of  living  mounts  steadily.  6.  put  in  proper  position  or  or^r  for  use; 
fix  in  a proper  setting:  We  mounted  the  pictures  gn  cardboard. 

a mountain;  high  hiU.  MOUIJI  Is  often  used  before  the  names 
of  mountains:  Mount  Washington. 

PCRT^  1.  place  where  ships  and  boats  can  be  sheltered  from  storms; 
harbor.  2o  place  where  ships  and  boats  can  load  and  unload;  city  or 
town  with  a harbor,  n. 

PCRT^  1.  opening  in  the  side  of  a ship  to  let  in  light  and  air. 

2.  opening  in  a ship  through  which  to  shoot,  n. 

PORT^  the  left  side  of  a ship,  when  facing  the  bow.  n. 

PRES  EOT  LT  1.  before  long;  soon:  The  clock  will  strike  present Ij^. 

2.  at  the  present  time;  now:  Most  nine-year-old  children  are  presently 

in  fourth  grade. 

RA6I  1.  in  the  natural  state;  not  treated  or  prepared;  rough  and 
unrestrained:  raw  strength.  2.  not  experienced;  not  trained:  a ra» 

soldier,  adj. 


TESTS!  Glossary 
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IffiFOSE  Page  4 VATJLT 

BEFUSE^  1.  decline  to.  accept*  rejects  refuse  an  offer.  2.  deny  (a 
request,  demand,  invitation);  decline  to  give  or  grant:  refuse 

admittance.  3.  decline  (to  do  something):  refuse  to  discuss  the 

Question.  ? 4«  decline  to  accept  or  consent:  She  Is  free  to  refuse. 

V.  REFUSED,  BEFUS1N6. 

REFUSE^  useless  stuff;  waste;  rubbish:  The  street->cleaning  department 

took  away  all  refuse  from  the  streets,  n* 

RGW^  aline  of  people  or  things. 

ROW^  1.  use  oars  to  move  a boat:  raw  to  shore.  2.  move  by 

oars:  Row  us  to  shore. 

RCfff^  noisy  quarrel;  noise:  ^ boys  had  a row  over  ^ bicycle. 

SIGN  1.  any  mark  or  thing  used  to  mean  or  point  out  something:  See 

the  sign  over  the  door.  2.  write  one's  name.  3.  motion  used  to 
mean  or  point  out  something;  A nod  is  jft  sign  o^  agreem^t.  4.  indi- 
cation: There  are  no  signs  of  life  about  the  house. 

SFELL^  1.  write  or  say  the  letters  of  (a  word)  in  order:  We  leaim 
to  spell  in  school.  2.  mean:  Those  clotids  spell  a storm.  SPELUED 

or  SFEL?,  SPELL  INS. 

SPBLL^  1.  word  or  set  of  words  supposed  to  have  magic  power. 

2.  fascination;  charm:  We  were  under  the  spell  of  the  beautiful  music. 

STALR^  the  stem  of  a plant 

STALR^  walk  with  a slow,  stiff,  or  haughty  stride. 

STALWART  1.  strongly  built.  2.  strong  and  brave:  a stalwart 

soldier.  3.  firm;  steadfast,  adj. 

STERN^  severe;  strict;  harsh. 

STERN^  the  hind  part  of  a ship  or  boat* 

TELLTALE  1.  thing  that  informs  or  warns.  2*  revealing.  In.,  2adj. 

VAULT^  1*  an  arched  . roof  or  ceiling;  series  of  arches.  2.  some- 
thing like  an  arched  roof.  3.  make  in  the  form  of  a vault.  4.  an 
underground  cellar  or  storehouse.  1,  2,  4n. , 3v. 

VAULT^  jump  or  leap  over  by  using  a pole  or  the  hands,  v. 


VBNIUBE 


Page  5 


DRAW 


VEN  TURK  1.  a risky  or  daring  wndertaking:  His  c^urg^;^  H 

any  venture.  2.  an  entire  voyage  from  home  port  to  home  po  . 

VISTA  1.  view  seen  through  a Mtrow 

the  trees  gave  a vista  0$.  £SS  MS*  2.  mental  view. . BaucucioH  -KS— 
UP  new  vistas,  n. 

WAKE^  1.  stop  sleeping.  2.  cause  to  stop  sleeping,  v.  , WAKED 
or  WOKE,  WAKED,  WAK  BIS. 

WAKE^  1.  track  left  behind  a moving  ship.  2.  track  left  behind  any 

moving  thing,  n. 

WAVER  1.  move  to  and  fro;  flutters  a SSSJaa  22i£S-  2»  fUc^s 

a wavering  light# 

WnSD^  air  in  motion:  The  wind  blew  hard. 

WIID^  1.  move  this  way  and  that-  | ^ 

2 roll  into  a ball  or  on  a spool  or  reel.  3.  ® ^ ^ 

tiimISg  s^  part  of  It:  to  wind  the  £l2£k.  WOE®.  WIHD  HB. 

WITH  DRAW  1.  draw  back;  drsw  m»y:  ^e  chlM  3^^ 

hand  from  the  fire.  2.  take  back;- remove.  ^ go  a^.  

from  pie  room.  WITH  DREW,  WITH  DBAWH,  WITH  DRAHIMS. 


TESi:S;  ‘lf‘7  Finding  Definitloitta 


w 


'Content  Description;  Test  #7  Finding  Definitions, 


Beading  Itistruetiona I Level  of  the  Material 

The  test  material  consisted  of  16  words  and  16  corresponding 
definitions..  The  words  wero  selected  from  the 

instructional  levels  3^  through  6.  The  definitions  for  J^ese  words  were 
obtained  from  the  Thomdike-Barnhart  Beginning  Dictionary.  , 


1.  Subtest  Mamet  : 

Label  for  Skill: 
Definition  of  Skill: 


Ins  true  tlonal  Span : 
Possible  Score: 


7.1  Finding  Definitions;  SJng^e  Entp^ 
Finding  definitions  of  single  entry  words 


Using  a glossary  for  locating  definitions 
of  single  entry  words  with  multiple  , . 
meanings 

1 2 

Introduced*  3 ; reviewed, * 3,5,6 

12  (Both  entry  nuniber  and  meaning' number 
were  included  in  the  score.) 


Location^  of  Eluents  Tested: 


Items  2,  3,  5,  7,  13,  16 


2V.  subtest  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


7.2  . Finding  Definitions ; Multiple  Entry 
Words 

Finding  definitions  of  multiple  entry  words 

Using  a glossary  for  locating  definitions  of 
multiple  entry  words  with  mul tipple  meanings 
1 2 

Introduced,  3 ; ireviewed,  3 , 5,  6 

16  (Both  entry  number  and  meaning  number 
were  included  in  the  score.) 


Location  of  Elements  Tested;  Items  1,  4,  6,  8,  9,  10,  14,  15 


^I terns  11  and  12  were  not  included  in  the  score.  Item  11  was 
multiple ‘entry  and  item  12  was  single  entry;  therefore,  they  were 
eliminated  since  they  were  not  comparable. 


A155 


TESTS!  #7  ‘ Finding  Definitions 


Dijccction^  Fo^  E3C8!0ii.ii6y 
Test  #7  Finding  Definiti^^ 


Step  jL 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  materials  to  pupils.  Have  them  fill  in  the  identify- 
ing information  — name,  e^.  — on  the  cover  sheet  of  test  booklet. 
When  this  is  completed,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  find  definitions  of  words.  To  do  this,  yop 
have  been  given  a glossary  to  usei  Listen  carefully  to  the  directions. 
Now  turn  to  the  next  page*  Arrange  your  paper  ^and  your^glossary  ^ 
your  desk  so  you  can  work  xvith  both  of  thon#  (Pause)  e g os  y 
tos  been  arranged  in  the  same  way  as  your  dictionary  or  the  glossary 
in  the  back  of  your  reading  book,  and  you  will  use  this  glossary  in 

the  same  way. 

Step  3 

Now  look  at  the  list  of  words  on  your  paper  — log,  £og,  etc.  You 
have  been  given  one  meaning  or  definition  for  ea^ 

Your  job  is  to  use  your  glossary  to  find  each  word  ®^.the  defini  _ ^ 
you  are  given  here.  When  you  find  the  word  and  the 
the  meaning  number  and  entr^r  on  your  paper.  You  will  fill 

both  blanks  for  each  word.  The  first  number  you  write  will  be  the 
entry  number.  The  second  number  you  wl.ll  write  will  be  the  meaning 
mtmber,  Do  not  leave  a line  blank. 


BEGIN  NOTE  TO  TEACHER 


(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answersji  etc.  Then  ask:) 


Do  you  understand  how  you  are  to  write  your  answersT 

i;r.s;  MSrc>rr£„”i:^  S3T“ 

seconds  on  the  tape*) 


Step  4 

You  have  2.  lainutes  to  complete  the  test* 

There  my  ha  sme  of  these  that  you 

as  you  can  and  try  to  do  your  best;  don  t worry  it  you  uon 
them  all* 

S t ep.  5 

n « -I,-#,  x^vAm  will  have  more  than  one  entry  and  more  than 
Remm^er  that  some  words  mxi.  raw  ^ toesning  or  one  entry, 

one  meaning  while  some  words  will  have  meaning  oi; 

Do  not  leave  a space  hlanlt.  ^low  you  may  begin. 


begin  note  to  teacher 


(Stop  the  tape  recorder  at  this  point, 
space  on  the  tape  before  the  next  set 


You  have  10  to  20  secox^s 
of  directions  begins.) 


TESTS;  #7  Plndinff  Deflnltiont 


Wamey  ^ , 

« 

Teachdr, 


Grade 


School 


Test  #7 

FINDING  DEFINITIONS 
|[;>^rectlon8 

In  this  testy  you  are  to  find  definitions  of  words#  To 
do  this,  you  win  be  given  a glossary  to  use.  Listen  carefully 

to  the  directions# 


t 


DO  NOT  TURN  THE  PAGE 
until  TOIJ)  to  DO  SO# 


TESTS;  #7  Finding  Deflnttlons 


Word 

Heaning 

Entry 

Number 

Meaning 

Number 

1.  spell 

write  or  say  the  letters  of  a 
word  in  order 

2.  business 

matter;  affair 

3.  log 

made  of  logs 

4,  row 

noisy  quarrel;  noise 

5.  elder 

an  officer  in  a church 

6.  mount 

get  up  on 

7.  cast 

. , , #- 

throw 

8.  stem 

t 

1 ^ . . Ik 

the  hind  part  of  a boat  or  ship 

9.  entrance 

fill  with  joy;  delight;  charm 

10.  wake 

track  left  behind  by  any  moving 
thing 

11.  port 

opening  in  a ship  through  which  to 
shoot 

12.  bush 

open  forest;  wild  land 

13.  mirage 

illusion;  thing  that  does  not  exist 

14.  forge 

make;  shape;  form 

15.  vault 

an  underground  cellar  or  store 
house- 

16.  stalwart 

firm;  steadfast 

TESTS s #8  Selftctittg  Peflnitlona 


■AXSS^ 


Content  Pescrtntton;  Test  Jg,  SelectinR  Definition 


Reading  Instructional  laveX  of  the  ^^^rlaX 

The  test  material  consisted  of  16  words  imbedded  in  sentences.  The 
words  were  selected  from  the  basal  readers  at  reading  instructional 
levels  S’**  through  6.  The  sentences  were  based  on  exan^les  used  in  the 
Thomdlke"*Bamhart  Beginning  Dictionary. 


1.  Sub  test  Names 

XtiheX  for  Skill: 
Definition  of  Skill: 


Instructional  Span: 
Possible  Score: 


8.1  Selecting  Definitions:  Single  Entry 

Words 

rnmrnmimmmm 

Selecting  definitions  of  single  entry  words 

Selecting  glossary  definitions  appropriate 
for  substituting  for  words  in  the  contexts 
of  sentences,  each  word  being  a single 
entry  with  multiple  meanings 
2 

Introduced,  3 ; reviewed,  5,  6 

16  (Both  entry  number  and  meaning  number 
were  included  in  the  score.) 


Location  of  Elements  Tested:  Items  1,  4,  7,  8,  10,  11,  13,  14 


2.  Sub  teat  Name; 

Label  for  Skill: 
Definition  of  Skill: 


Instructional  Span: 
Possible  Score: 


8.2  Selecting  Definitions ; Multiple  Entry 
Words 

Selecting  definitions  of  multiple  entry  words 

Selecting  glossary  definitions  appropriate 
for  substituting  for  words  in  the  contexts 
of  sentences,  each  word  being  a multiple 
entry  with  multiple  meanings 
2 

Introduced,  3 ; reviewed,  5,  6 

12  (Both  entry  number  and  meaning  number 
were  included  in  the  score.) 


iLocation 


1 


of  Elements  Tested: 


Items  2,  3,  5,  6,  15,  16 


^Iteme  9 and  12  were  not  Included  in  the  score.  They  should  have 
been  a pair  of  multiple  entry  words,  but  item  9 was  single  entry. 


o 

ERIC 


I 


AX60 


TESTS;  ^8  Selecting  geflnittons 


Dlyecttong  Eoi? 


Toat  S6l6CtlnR 


§£®E1 


BEGIN  NOTE  TO  TEACHER 

(Di8tri1ju**e  test  wteriels  to  pupils*  Have  them  fill  in 

ing  information  — name,  etc,  — on  the  cover  sheet  of  test  hooRlet* 

Nhen  this  is  completed,  start  the  tape  recorder.) 


END  NOTE  TO  TEACHER 


In  this  test,  you  ate  to  find  correct  definitions  »ae  to 

To  do  this,  you  have  been  given  a glossary  to  use.  Listen  MrefuUy  to 

the  directions.  How  turn  to  the  next  page,  toange  ?»“  . 

your  glossary  on  your  desk  so  you  can  work  with  both  of  them.  C^aua  ; 
The  glossary  has  been  arwmged  in  the  same  way  as  yow  dictio^ry 
or  the  gloswry  in  the  back  of  your  reading  book,  and  you  will  use 
this  glossary  in  the  same  way. 

Step  3 

How  look  at  the  underlined  word  in  each  sentence. 

that  word  in  the  glossary  and  to  write  the  meaning  nunbM  and  the  entry 
ntinber  of  the  definition  which  best  fits  the  wy  the  word  has  hem 
used  In  the  sentence.  You  will  fill  io  both  blanks  ^ 

The  first  number  you  will  write  will  be  the  fSSSZ 

nuid>er  you  will  write  will  be  the  meaning  nu^.  Do  not  leave  a line 
blank. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point:  Then  say;) 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  chedc  to  see  if  the  pupils  knew  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask;) 

Do  you  understand  how  you 


are  to  write  your  answers? 


(Axm&c  my  queationa  the  pupiXs  aaU  about  how  their  test  atiswers 
are  to  be  record®^  • but  avoid  teaching  the  skill  beli^  measured  by 
this  test*  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 

BWD  NOTE  TO  TEACHER 


Step  4 


You  have  2.  *alautes  to  complete  the  test; 

There  may  be  some  of  these  that  you  do  not  know.  Jqst  do  as  many  as 
you  can  and  try  to  do  your  best;  don’t  worry  if  you  don  t know  them 

all* 


Step  5 

Remeober  that  some  words  will  have  more  than  one.  entry  and  more  tton 
one  meaning  while  some  words  will  have  only  one  mieanlng  or  one  entry 
Do  not  leave  a space  blank*  How  you  may  begin* 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins*; 


EN)  NODE  TO  TEACHER 


TESTS  £ #8  Selecting  DgfinltlQM 
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Name 

Teacher 


Grade 


- 

School 

Ml  *1  II  mi 


Teat  #8 

SELECTING  DEFINITIONS 
ntrections 

In  this  test,  you  are  to  find  correct  definitions  to  use 
in  sentences.  To  do  this,  you  will  be  given  a glossary  to  use. 
Listen  carefully  to  the  directions. 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO, 


TESTS 


1. 

2. 

3. 

A"# 

5. 

6* 

7. 

8. 

9. 

10. 

11. 

12. 

13« 

14. 

15. 

16. 


#8  Selecting  Definitions, 


A163 


Sentence 

The  toys  are  coimnon  playthings. 

She  \tilX  wind  the  string. 

He  was  content  to  wait  for  the 
postman. 

Jim  will  withdraw  his  promise. 

stalk  is  cut  too  short. 

Watch  my  pet  lap  his  milk. 

The  flag  will  waver  in  the  wind. 

Anchor  the  paper  so  it  will  not 
blow  away. 

The  cat  was  eating  raw  meat. 

He  will  launch  his  plan  soon. 

The  li^ts  gave  the  effect  of’  a 
rainbow. 

He  cleaned  up  the  refuse. 

He  had  the  illusion  that  his  money 
would  last  forever. 

The  crest  of  the  mountain  was 
covered  with  snow. 

Lash  the  boat  to  the  dock. 

The  mere  was  calm  and  blue. 


Entry 

Number 


Meaning 

Number 


TESTS  i l49  Pronmclation  Symbols 


AIM 


Content  Description!  TeOt  #9  Pronunciation  Symbols 


Reading  Instructional  Level  of  the  Material 

1 

The  skill  of  interpreting  pronunciation  symbols  was  introduced  at  3 
reading  instructional  level  and  reviewed  at  each  Subsequent  reading 
instructional  level  to  6.  The  words  in  this  test  were  taken  from  basal 
readers  at  these  reading  instructional  levels*. 


1*  Sub test  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 
Possible  Score: 


9.1  Pronunciation  Symbols:  Single  Symbols 

Interpreting  single  pronunciation  ssmibols 

Interpreting  pronunciation  symbols  for 
vowel  sounds  in  words  in  which  only  one 
symbol  is  used 

Introduced,  3^;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

16 


Location  of  Elements  Tested:  Items  1 through  16 


2.  Sub test  Name: 

Label  for  Skill: 
Definition  of  Skill; 

Instructional  Span: 
Possible  Score: 


9.2  Pronunciation  Symbols:  .Maltiple  Symbols 

Interpreting  multiple  pronunciation  symbols 

Interpreting  pronunciation  symbols  for 
vowel  sounds  in  words  in  which  three  or 
four  symbols  are  used 

Introduced,  3^;  reviewed » each  subsequent 
reading  instructional  level  to  6 

8 


Location  of  Elements  Tested:  Items  17  throu^  24 


TESTS!  ^9  Pronunciation  Symbols 
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Directions  For  Examiner 

' it.*  . 

Test  #9  Froniitticlatlon  Symbols 


Step  JL 


BEGIN  NCXCE  TO  TEACHER 


(Distribute  test  materials  to  pupils.  Have  than  fill  in  the  Identify- 
ing information  — name,  etc.  — on  the  cover  sheet  of  test  booRiet. 
When  this  is  completed,  start  the  tape  recorder.) 

EN5  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  choose  the  correct  way  to  pronounce  a word. 
Look  at  the  example  below  and  listen  carefully  to  the  directions. 

Exampla 


Words 

1.  ride 

2.  play 


Wavs  to  Pronounce 

rad  rid  (rid) 
pi's  (pla)  pla 


You  have  been  given  a Pronunciation  Key  to  use  with  this 
your  papers  so  you  can  look  at  your  test  booklet  and  the  Pronwciatlon 
Key.  *Look  at  the  first  word  on  your  paper  — ifide.  You  are  to  choose 
the  correct  pronunciation  for  the  word  ride.  There  are  ttoee  ways 
given  to  you  to  choose  from.  Look  at  them  under  Wa^s  £o  Pronoi^. 

Which  Is  the  correct  pronunciation  of  SFdi^not'^ 

one  with  the  line  drawn  under  it*  The  third  one^:  If 

know  the  correct  pronunciation,  you  can  use  the 

help  you.  Now,  look  at  the  second  wordi  Which  is 

pronounce  play?  Draw  a line  under  the  correct  one.  Which  one  is^ 

Lrrect?  It  is  the  second  one.  You  Hse 

under  the  second  one.  It  is  pla  — and  the  a has  a bar  over  it.  Use 

the  Pronunciation  Key  at  any  time  you  need  it  to  help  you. 


TESTS;  #9  Prommclation  Symbols 


. A166 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Then  say:) 

Don* t look  at  the  test  items  until  you  are  told  to  do  so. 

(New  check  to  see  i£  the  pupils  kndt^  \?hat  to  do,  how  to  mark  the 
answers,  etc*  , Then  askt) 

Do  you  understand  hoW  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers  are 
to  be  recorded,  but  auoid  teaching  the  skill  being  measured  by  this  ■ 
test*  When  questions  are  answered,  turn  on  the  tape  recorder  to 
finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 

END  NOTE  TO  TEACHER 


I 

Step  3 

You  have  4 minutes  to  complete  the  test. 

There  may  be  seme  of  these  that  you  do  not  know.  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don't  worry  if  you  don't  know  them 
all. 

Step  4 

Remen&er  to  draw  a line  under  the  correct  pronunciation,  and  to  use 
your  Pronunciation  Key  to  help  you  if  you  need  it.  You  may  turn  the 
page  and  begin. 


BEGIN  NOTE  TO  ITSACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


TE&te;  Bronounciafclon  Symbol#^ 


■ 


j-uf  'T.'j  . cj  .»*»«;•<  '•■►''’■ 


FUtli  Mqkwcja^iois 


The  pronunciation  of  each  word  la  shown  just  after  the 
word,  in  this  way:  ab  bre  vl  ate  ( a bre've  at).  The 

letters  and  signs  used  are  pronounced  as  In  the  words  below. 


The  mark  ^ la  placed  after  a syllable  with  primary  or  heavy 
accent,  as  in  the  example  above.  The  mark  ^ after  a syllable 
shows  a secondary  or  lighter  accent,  as  in  ab  bre  vi  a tion 


( e bre'^e  ve  a ^shen). 


a 

hat,  cap 

J 

jam,  enjoy 

cup,  butter 

a 

age,  face 

- k . 

kindv  seek 

# 

-u  ^ ■ 

full>  put 

a 

care,  air 

1 

land,  coal 

« • 
u 

rule,  move 

c « 

a 

father,  far 

m 

me,  am 

■ : -.n  ^ 

use,  music 

n 

no,  in 

b 

bad,  rob 

V 

very,  save 

ch 

child,  much 

ng 

long,  bring 

w 

will,  woman 

d 

did,  red 

y 

young,  yet 

o 

hot,  rock 

z 

zero,  breeze 

e 

let,  best 

o 

open,  go 

zh 

measure,  seizure 

•• 

e 

equal,  be 

A 

o 

order,  all 

0 

represents : 

• ’ 
er 

term,  learn 

oi 

oil,  voice 

a in  about 

£ 

fat,  if 

ou 

house,  out 

e in  taken 

g 

go,  bag 

P 

paper,  cup 

1 in  April 

h 

he,  how 

r 

\K- 

run,  try 

0 in  lemon 

i 

it,  pin 

s 

say,  yes 

u in  circus 

I 

ice,  five 

sh 

she,  rush 

th 

thin,  both 

t 

tell,  it 

TH 

then,  smooth 

TESTS;  ^9  Pronunciation  Svrobols 
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•M 


Name  Grade. 

Teacher School 


Test  ^ 

HtONUNCXATION  SYMBOLS 
Directions 

In  this  test,  you  are  to  choose  the  correct  way  to 
pronounce  a word.  Look  at  the  example  below  and  listen 
carefully  to  the  directions. 

Example 


Words  Wavs  to  Pronounce 


ride 

rad 

rid 

rid 

play 

pl^ 

pla 

pm 

DO  WOT  TURN  THE  PAGE 
UNTIL  TOU)  TO  DO  SO. 
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TESTS;  Pronunciation  Symbols 


VTords 

Wavs  to  Pronounce 

1.  cabinet 

kab  ^9  nit 

ksb^a  nit 

kab*^a  nit 

2«  delegate 

del' 9 gat 

del^a  gat 

del^a  gat 

3.  nation 

na  ' Shan 

' shm 

na  ' shan 

4«  hydrogen 

hl'dra  j9n 

hl'^dra  jan 

ha'dra  Jan 

5«  marsh 

marsh 

marsh 

marsh 

6.  despair 

di  spar^ 

dl  spar 

di  spar' 

7 • eaten 

et^n 

et^n 

*■  0 
et  n 

8«  sunmer 

sum  %v 

sum'^ar 

sum'ar 

9«  current 

ker 'ant 

ker 'ant 

ker' ant 

10*  quick 

kwlk 

kwlk 

kwak 

11*  tropic 

trop'ik 

m»  J 

trop  Ik 

trop'ik 

12*  shrewd 

shrud 

shrud 

shrud 

13 « totem 

to' tarn 

to 'tarn 

A / ^ 

to  tarn 

14*  refuse 

rt  f uz  ^ 

ri  fuz' 

ri  fuz' 

15*  reform 

ri  form  ^ 

ri  form^ 

/ 

rl  farm 

16*  ambitious 

am  blsh^us 

am  bish'as 

am  blsh'us 

17 • testimony 

tes'^tl  m9  ne 

tes'^ta  mo  ne 

A A:  . 

tes  ta  mo  nl 

!&•  naturalist 

nach'^a  r9l  1st 

nach^u  ral  1st 

nach^a  ral  ast 

19*  Intelligence 

In  tel'^a  jens 

an  tel  1 Jens 

/ 

In  tel  a Jans 

20.  indignity 

In  dlg^nl  tl 

y «• 

In  dig  na  te 

« / 

In  dig  nl  t3 

21.  conformity 

, / “ 
kan  for  ma  te 

f m 

kon  for  ma  te 

kan  for  ml  te 

22.  barbarian 

bar  bar^e  an 

bar  t^r'a  In 

• •*! 

bat  bar  e an 

23.  geology 

je  ol^a  je 

Je  ol^a  Je 

m A ^ •• 

Je  ol  o Je 

24*  predicament 

pra  dlk^a  ment 

pri  dik^a  mant 

pri  dik^i  ment 

APPENDIX  t 


SIECIHSN  lESTS  AND  CONIENC  DESCRIFTnXIS 
WORD  FDNCIKXIS  SKILLS 

#14  Word  Groups  Identification 
#15  Word  Groups  Anticipation 


Content  Description;  Teat  #14  Word  Groups,  Xd^nti^j-ca^lon 


Reading  Instructional  Level  of  the  Material.  |nad  Format: 

The  test  material  consisted  of  24  sentences  graduating  from  reading 
instructional  level  1 through  reading  instructional  level  o.  Four 
sentences  were  chosen  from  each  of  the  reading 

with  each  sentence  assessing  two  of  the  four  word  groups:  nouns > verbs, 
adjectives,  and  adverbs* 

Each  sentence  contained  two  underlined  words  or  phrases j the  subject 
had  to  specify  the  form  class  for  each  underlined  word  or 
the  alphanumeric  designations  of  the  items,  the  numbers  refer  to  the 
sentence  and  the  letters  refer  to  the  position  in 

by  the  element  being  tested.  For  example,  3B  and  4A  indicate  positions 
of  nouns;  that  is,  in  sentence  3,  the  second  underlined  element  is  a 
noun,  while  in  sentence  4,  the  first  underlined  element  is  a noun. 


1.  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


14. 1 Word  Group  Identification:  Nouns 

Recognising  functions  of  nouns 

Recognising  functions  of  words  or  phrases 
which  serve  as  nouns  in  sentences 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Items  3B,  4A,  5A,  8B,  IIB,  12A,  13A, 

16A,  19B,  20B,  21B,  24B 


2.  Sub test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


1^*2  Word  Group  identification;  Verbs 

Recognising  functions  of  verbs 

Recognising  functions  of  words  or  phrases 
which  serve  as  verbs  in  sentences 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  ^sted: 


Items  I&, 
15A,  17B, 


2B,  6B,  7A,  9A,  lOA,  14B, 
18A,  22B,  23A 


TESTS;  #14,  Word.,Grimpfi  TtotiftotiCII 


Am 


Content  Description  (Continued) 


3,  Sub  test  Naioe; 

X4d>eX  £or  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


14*3  Word  Groim  Ideutjgl9.ayrSag 

Becognizing  functions  of  adjectives 

Recognizing  functions  of  words  or  phrases 
which  serve  as  adjectives  in  sentences 

Introduced^  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


I/v>af|nn  o£  Elements  Tested:  Items  IB,  4B,  7B,  8A,  9B,  X2B,  15B, 

16B,  17A,  20A,  23B,  24A 


4,  Sub  test  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


14*4  Word  Group  Tdentification: . Adverbs, 

Recognizing  functions  of  adverbs 

Recognizing  functions  of  words  or  phrases 
which  serve  as  adverbs  in  sentences 

Introduced,  Pp5  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Items  2A,  3A,  5B,  6A,  lOB,  llA,  13B, 

14A,  ICB,  19A,  2U,  22A 


TESTS?  #14  Word  Groups  Identification 

“r—  -iri  -1.  -vT  n.  !-•  II- - - FT  I r ^ ^ 


1021 


Directions  for  Examiner 


Test  #14  Word  Groups  Identification 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  materials  to  pupils*  Have  them  fill  in  the  Identifying 
information  name,  etc*  — - on  the  cover  sheet  of  the  test  booklets* 
When  this  is  completed,  start  the  tape  recorder*) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  some  words  in  sentences  are  underlined*  You  are  to  read 
the  sentences  and  figure  out  how  the  underlined  words  are  used* • Then, 
you  are  to  write  the  number  of  the  word  groups  which  the  underlined 
words  belong  to* 

To  help  you  do  this,  you  use  the  paper  you  have  been  given,  the  List  ojE 
Word  Groups  * You  have  worked  with  these  word  groups  before  * Arrange 
your  test  and  your  List  on  your  desk  so  you  can  work  with  both  of  them* 
Look  at  the  example" below  and  listen  carefully  to  the  directions* 


Example 


1*  The  girl  in  the  red  dress  runs  after  the  pretty  little  puppy* 
a*  (2)  runs  ! 

b*  (3)  little  ' 

2.  After  school  Sally  will  be  home  to  play  with  Billy* 
a*  after  school 

b.  (1)  Billy 


Look  at  the  first  sentence  in  the  example*  Two  words  are  underlined; 
runs  and  little*  See  also  these  words  are  written  below  the  sentence. 
Find  the  word,  runs*  in  the  sentence  and  see  how  it  is  used*  Then, 
look  at  your  List  of  Word  Groups  to  see  the  number  of  the  word  group 
which  it  belongs  to.  ““Runs  is  a word  for  what  people,  ^mals,  or 
things  do  so  it  belongs  to  Group  2 , Words  for  what  people,  ^imals_. 


A176 


TESTS;  #14  Word  Groups  Identification 


or  things  do , what  they  did*  what  they  have  done,  jjjc  what  the^i  Hiii, 

And  so,  write  a 2 In  the  bXiik  in  front  of  the  word,  rtms,  to 
show  what  groups  of  words  it  belongs  to. 

Now,  find  the  word,  little,  in  the  sentence  and  see  how  it  is  used. 
Then,  look  at  your  List  to  find  the  right  group  number.  Which  group 
of  words  does  it  belong  to?  (Pause)  Group  3,  Wor^  that  h^^ 
what  kind,  what  color , how  much,  how  many.,  or  which  one.  And  so, > what 
do  you  write  in  the  blwk  in  front  of  the  word,  little?  (Pause)  You 
write  a J in  front  of  the  word,  little^  to  show  the  name  of  the  group 
which  it  belongs  to. 

Now  let  * s try  example  2 , ^*After  school  Sally  nd.ll  be  home  to  play  with 
Billy » ” After  school  and  Billy  arc  underlined.  How  is  after  s^chool 
used  in  the  sentence?  It  tells  when,  doesn't  it?  So  what  group  of 
words  does  it  belong  to?  Look  at  your  List  of  Word  Groups,,  It  would 
belong  to  Group  4,  wouldn't  it?  Write  ^ in  the  blank  in  front  of  after 
school , Now,  how  is  Billy  used  in  the  sentence?  Find  Billy  in  the 
sentence.  The  word  Billy  is  the  name  of  someone,  isn't  it?  Then 
what  group  of  words  would  it  belong  to?  Look  at  your  List  of  Word 
Groups,  It  would  belong  to  Group  1,  wouldn't  it?  Group  1 Is  for 
words  for  people » animals,  things , or  places.  Write  1^  in  front  of  the 
word,  Billy, 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so, 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions , You  have  a short  pause  of  about  8-10 
seconds  on  the  tape,) 


END  NOTE  TO  TEACHER 

Step  3 

You  have  £ minutes  to  complete  the  test , 

There  may  be  some  of  these  that  you  do  not  inow.  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don't  vTorry  if  you  don't  know  them  all. 


A177 


TESTS;  #14  Word  Groups  Identification 


Step  4 

Now  turn  the  page  and  begin  to  find  the  numbers  of  the  word  groups 
which  the  underlined  words  belong  to. 


BEOIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 

END  NOTE  TO  TEACHER 


A12^ 


TESTS: 


List  of  Word  Groups 


1 


LLST  OF  WORD  (^OOPS 


•Stoup  1:  Words  for  people,  animals,  things,  or  places* 

Group  2:  Words  for  what  people,  animals,  or  things  do, 
what  they  did,  wMt  they  have  done,  or  what 
they  will  do. 

Group  3:  Words  that  help  tell  what  kind,  what  color,  how 
much,  how  many,  or  which  one. 

Group  4:  Words  that  help  tell  where,  when,  or  how. 


Hlhis  List  of  Word  Groups  was  used  with  Test  #14,  Word  Groups 
Identification  and  Test  #15,  Word  Groups  Anticipation, 


Name 


Grad^^ 


Teacher 


School 


Test  #14 

WORD  GROUTS  3U3BWTIF1CAIXON 

Direct Iona  . 

In  this  test,  some  words  In  sentences  are  underlined.  You 
are  to  rea^  the  sentences  and  figure  out  how  the  underlined  words 
are  used.  Then,  you  are  to  write  the  numbers  of  the  word  groups 
which  the  underlined  words  belong  to.  Look  at  the  examples  below 
and  listen  carefully  to  the  directions. 

Example 


1.  The  girl  In  the  red  dress  runs,  after  the  pretty 
little  puppy. 

A.  runs 

B.  ___  little 

2.  After  school  Sally  will  be  home  to  play  with  lillz. 

A.  After  school 

B.  Billy 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO, 


TESTS!  Word  Groups  tdentlftcatidn. 


Aim 


1.  Jane  will  ride  the  bigger  horse  after  the  two  boys  come 
back  from  a ride. 

A.  will  ride 

B.  ___  two 

2.  Soon  the  children  found  a good  spot  for  a party. 

A.  Soon 

found 

3.  Dick  had  to  run  fast  to  catch  the  little  rabbit:. 

A.  ____  fast 

rabbit 

4.  The  happy  clown  and  the  pretty^  dog  ran  this  way  and  that 
way. 

A,  clown 

pretty 

5.  Before  long,  Susan  came  in  and  showed  Dick  the  three 
bool^  she  had  found  outside. 

A.  books 

outside 

Just  before  bedtime  Mother  told  Sam  his  brown  puppy 
still  was  walking  around  the  barnyard. 

A.  Just  before  bedtime 

walking 

7,  The  last  time  grandmother  stayed  with  Ann  and  Pete  she 
made  a very  good  cake. 

A.  stayed 

B.  very  good 


GO  ON  TO  THE  NEXT  PAGE. 


TESTES! 
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8.  Just  then  George's  older  sister  Penny  eame  home  from 
school. 

A.  older 

B,  school 

9.  \^en  he  got  out  of  school,  Tom  almost  had  decided,  to 
give  up  being  a trapper  and  become  a brave  hunter 
instead. 

A.  ___  had  decided 

B.  brave 

10.  The  bovs-  heard  the  tiny  crack  of  small  branches 
breaking  under  their  feet  and  the  swish  of  squirrels 
in  the  trees  overhead. 

A.  heard 

h*  overhead 

11.  George  began  to  think  of  summer  and  the  fun  he  would 

have  fishing  every  day  with  old  Bill. 

A.  ___  every  day 

B.  Bill 

12.  Still  whistling,  Sam  went  on  up  the  street  until  he 

came  to  the  small  shop»  and  then  he  stopped  to  look  in. 

A.  street 

B.  ___  small 

13.  The  baseball  player  picked  up  his  glove  and  sprinted 
quickly  to  the  outfield. 

A.  baseball  player 

B.  __  quickly 

14.  Shortly,  the  clown  made  a silly,  disappointed  face 
and  dropped  out  of  sight  below  the  window. 

A.  ___  Shortly 

B.  dropped  GO  OH  TO  THE  HEXT  PAGE 


TESTS8  tflA.  Word  CroiiPB  Identification 


15.  Flourishing  his  long  whip,  the  cowboy  nyunted  his 
horse  to  go  search  for  several  cows  which  were  lost# 

A*  fflownted 

B,  several 

l6#  VJhen  you  put  too  many  fish  In  a fish  bowl  or  when  you 
give  the  fish  too  much  food,  you  soon  get  dirt;y  water. 

A. 

B.  dirty 

17,  The  indignant  man  fought  hard  when  the  soldiers 
accused  him  of  signaling  the  enemy  from  the  church. 

A,  ___  indignant 

B*  ««««.«_  accused 

18.  The  pelicans  would  scoop  up  the  minnows,  toss  back  their 
heads,  and  let  the  river  water  drool  out  on  both  sides 
of  their  long  beaks  as  they  swallowed  their  catch. 

A.  would  scoop  up 

B*  sides 

19,  For  three  hours,  the  crew  carefully,  balanced  the  heavi* 
ness  of  the  water  outside  the  pressure  chamber  against 
the  lightness  of  the  air  inside  the  bell. 

A.  carefully 

B,  chamber 

20.  After  days  of  gratifying  accomplishment,  the  spring 
thaw  brought  such  danger  to  the  naturalist  that  he 
decided  to  go  home. 

A.  ___  gratifying 

B.  naturalist 


GO  ON  TO  THE  NEXT  PAGE. 
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Am 


21.  Now  and  forevermore,  we  do  not  need  to  fear  that  the 
new  knowledge  will  cause  others  to  have  any  disrespect 
for  our  customs  and  beliefs. 

A*  forevermore 

B,  others 

22.  We  all  can  learn  intelligently:  from  those  ^o  know  more 
than  we  do,  while  we  are  keeping  the  best  from  our  old 
way  of  life  and  adopting  some  of  the  new. 

A.  intelligently 

B.  ___  see  keeping 

23.  The  cattle  were  poisoned  by  the  thornlike,  shoot  of  the 
umtente  grass;  but  when  he  took  them  to  graze  in 
fields  of  white  clover,  they  got  well. 

A*  ' were  poisoned 

B.  ___  thomlike 

24.  The  continuing  search  for  excellence  does  not  necessarily 
lead  the  student  to  undue  aggrandizement. 

A.  continuing 

student 


TESTS!  #15  Word. Groups  Anticipation 
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Content  Description:  Test  ^15  Word  Groups  Anticipation 


Reading  Instructional  Level  of  the  Material  and  Format 

The  test  material  consisted  of  24  sentences  graduating  from  reading 
instructional  level  1 throu^  reading  instructional  level  6.  Four 
sentences  were  chosen  from  each  of  the  reading  instructional  levels  with 
each  sentence  assessing  two  of  the  four  word  groups;  nouns,  verbs, 
adjectives,  and  advarbo. 

Each  sentence  indluded  two  blank  lines  indicating  that  words  or 
phrases  were  deleted  from  the  sentence;  the  subject  had  to  specify 
the  form  class  which  had  been  deleted  from  the  sentence.  In  the 
alphanumeric  designations  for  location,  the  number  indicates  the 
sentence  and  the  letter  indicates  the  position  in  the  sentence  of  the 
element  tested.  For  example,  3A  and  4B  indicate  positions  of  nouns; 
in  sentence  3,  the  first  blank  space  is  where  a noun  is  deleted,whlle 
in  sentence  4,  the  second  blanic  space  is  for  a noun. 


1.  Sub test  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Iniatructional  Span: 
Possible  Score: 


15.1  Word  Group  Anticipation:  Nouns 

Specifying  functions  of  nouns 

Specifying  that  nouns  are  the  form  class 
which  will  function  in  given  sentence 
contexts 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Items  3A,  4B,  5B,  8A,  IIB,  12A,  13A, 

16A,  19B,  20B,  21A,  24B 


2.  Sub test  Name: 

Label  for  Skill: 
Definition  of  Skill: 


Instructional  Span: 
Possible  Score: 


^5.2  Word  Group  Anticipation:  Verbs 

Specifying  functions  of  verbs 

Specifying  that  verbs  are  the  form  class 
which  will  function  in  given  sentence 
contexts 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested;  Items  lA,  2A,  6A,  7B,  9B, 

15A,  17B,  18A,  22A,  23A 


lOA,  14A, 


TESTS;  #15  Word  Groups  AnticioatlQii 
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Content  Description  (Continued) 


3,  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill: 


Instructional  Span: 


15*3  Word  Group  Anticipation;  Adiectiyes 

Specifying  functions  of  adjectives 

Specifying  that  adjectives  are  the  form 
class  which  will  function  in  given  sentence 
contexts 

Introduced,  Dp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 


Possible  Score;  12 


Location  of  Elements  Tested: 


Items  IB,  4A,  7A,  SB,  9A,  12B,  15B, 
16B,  17A,  20A,  23B,  24A 


4.  Sub  test  Name; 

Label  for  Skill: 
Definition  of  Skill; 

Instructional  Span: 
Possible  Score: 


13*^  Word  Group  Anticipation;  Adverbs 

Specifying  functions  of  adverbs 

Specifying  that  adverbs  are  the  form  class 
which  will  function  in  given  sentence 
contexts 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested;  Items  2B,  3B,  5A,  6B,  lOB,  llA,  13B, 

14B,  18B,  19A,  21B,  22B 
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Directions  for  Exaadner 
Test  #15  Word  Groups  Anticipation 


Step  i 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  materials  to  pupils.  Have  them  fill  in  the  identify- 
ing information  — name-j  etc,  — on  the  cover  sheet  of  the  test  booklet* 
When  this  is  completed^i  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  some  words  are  left  out  of  sentences.  You  are  to 

the  sentences  and  figure  out  what  kinds  of  words  are  left  out.  Then, 

you  are  to  give  the  numbers  of  the  word  groups  that  the  left-out  words 

belong  to. 

To  help  you  to  do  this,  you  use  the  paper  you  have  been  given,  the 
List  of  Word  Groups . You  have  worked  with  these  word  groups  before. 
Arrange  your  test  and  your  List  on  your  desk  so  you  can  work  with  both 
of  them.  Look  at  the  example  below  and  listen  carefully  to  the 
directions. 

Example 


A*  (1)  was  hungry  so  he  (2)  all  his  food. 

B,  The  black  horse  ran  (4)  across  the  (3)  _ barnyard. 


Look  at  the  first  sentence  in  the  example.  Words  are  left  out  in  two 
places.  One  word  or  more  than  one  word  may  be  left  out  in  each  place. 
Read  the  whole  sentence  and  look  at  the  first  blank  space.  The  word 
or  words  which  were  left  out  must  tell  who  or 

at  your  List  of  Word  Groups,  Words  for  people  or  animals  are  in  Group 
1,  And  so,  a word  from  Group  1,  Words  for  pecple,  animals,  thlnj^,  or 
places,  has  been  left  out.  Write  a 1 in  the  blank  to  show  which  group 
of  words  the  left-out  word  or  words  belong  to. 
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Now  find  the  second  blank  space*  What  kind  of  word  must  heVe  been 
left  out?  (Pause)  The  word  which  was  left  out  must  tell  what  someone 
2L  aome thing  did*  Look  at  your  List  to  see  the  number  of  the  group* 
What  group  of  words  tells  these  things?  (Pause)  Group  2^  Words  for 
what  people  or  things  do*  what  they  did,  what  they  have  done,  or  what 
they  will  And  so,  what  number  do  you  write  in  the  blank?  (Pause) 
You  write  a ^ in  the  blank  to  show  which  group  of  words  the  left-out 
word  or  words  belong  to. 

Let's  now  try  Exanq^le  1\.  "The  black  horse  ran  across  the 

baitnyard."  What  must  the  word  or  words  left  out  in  the 
first  blank  tell  us?  It  would  tell  us  how  the  black  horse  ran, 
wouldn't  it?  Look  at  your  Ust  of  Word  Groups.  What  group  would  this 
belong  to?  It  would  be  Group  4,  wouldn' t it?  Group  4 is  Words  jgiat 
help  tell  where,  when,  or  how.  Write  4 in  the  first  blank  of  exanqple 
B if  you  have  not  already  done  so. 

Now  what  is  left  out  in  the  second  blanl;?  What  will  it  tell  us?  It 
will  tell  us  what  kind  or  which  one.  Look  at  your  List  Word  Groups. 
What  group  would  this  belong  to?  Group  3 — Words  that  help^  J£Sil  HlSSJL 
kind*  what  color*  how  much,  how  many*  or  which  one.  You  should  write 
a 3 in  the  second  blank*  Do  that  now  if  you  have  not  already  done  so. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  items  until  '^rou  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test.  VJhen  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  3 

You  have  9 minutes  to  complete  the  test. 
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There  may  be  some  of  these  that  you  do  not  know#  Just  do  as  many  as 
you  can  and  try  to  do  your  best;  don*t  worry  if  you  don*t  know  them 
all# 

Step  4 

Now  turn  the  page  and  begin  to  find  the  numbers  of  the  word  groups 
which  the  left-out  words  belong  to. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NOTE  TO  TEACHER 
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Wiinw.  Grade. 

Tcacliftr  ..School _ 


Test  #15 

WORD  GROUPS  ANTICIPATION 
Directions 

In  this  test,  some  words  are  left  out  of  sentences.  You  are 
to  read  the,  sentences  and  figure  out  what  kinds  of  words  are  left 
out.  Then,  you  are  to  give  the  numbers  of  the  word  group  that 
the  left-out  words  belong  to.  Look  at  the  examples  below  and 
listen  carefully  to  the  directions. 

Examiple 


A.  was  hungry  so  he  . all  of  his  food. 

B.  The  black  horse  ran  across  the - barnyard. 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 
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X,  Just  then  Billy 


off  the  bed  and  ran  to  his 


chair. 


2.  Spot 


at  the  pony  to  make  him  run 


3,  Soon  the 


and  began. 
k.  Billy  wants  a 


5.  Jim*s  father 


were  ready  to  eat  so  they  aat 
wagon  and  so  do  Dick  and 
took  some  colored  picture 


out  of  a box. 


6.  Bob  and  John 
they  hurried 


home  from  school  and  then 
to  play. 


T.  Everyone  in  the , 

Banks  ■ a new  flag  this  year. 


neighborhood  knew  that  Mr. 


8.  The 


of  a 


tried  but  they  could  not  find  a picture 
fish. 


9.  The 


that  she  and  Susan 


room  was  so  crowded  Mrs.  Weeks  thou^t 

a hard  time  getting  in. 


10.  As  the  three  young  people  — ^ '™L*^«S*then 

blue  and  white  birds  flew  quickly  upward  and  then 


dropped 


into  the  trees. 


11.  If  Billy  worked  co^^^like^a^^^ 

that  she  would  make  him  something  very  good,  like 


12.  The stopped  in  the  street  was  keeping  th^ 

heavy  traffic  from  moving  and  the 
getting  to  work. 


13,  "Butterfly  trees"  are  certain 


on  the 


California  coast  to  which  the  Monarch  butterflies 
return  

without  doubt,  that  the  pleasant 


14.  We  all 


days  of  summer  do  not  last 

15.  Henry  and  his  father ^ turns  catching  tiny 

fish  with  a net  and  moving  them  into  a 3 


GO  Ofif  PAGE 
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16. 


The  old  , delighted  with  company, 

on  his  old  chair,  ready  to  go  on  with  the  ^ 


balanced  himself 

conversation. 


17,  Since  old  traditional  names  still  are  popular  with 

women  in  the  United  States  today,  you 
' many  people  with  names  like  John  and  Mary. 


18.  Althou^  the  boy to  work  hard  at  once,  he 

had  to  wait  until  his  muscles  grew  --- • 


19.  The  boy  _____  applied  the  match  to  the 
so  that  his  fire  would  be  sure  to  start. 


20.  The  West  was  a raw,  elemental,  and  sometimes  , 

land,  but  even  in  a crisis  the  ^ loved  it. 

21.  The  needed  rest  but  that  was  impossible  so 

he  set  out  ®n  the  return  journey. 

22.  The  men  _____  no  conversation  in  the  rowboat  as  it 

slipped  past  the  British  man^of •war • 

23.  When  the  boys to  bed,  the  old  lady  sat  dovm 

with  her  ______  workbasket  and  glanced  at  her  husband. 

24.  Knov^ing  how  _____  the  winter  days  were  in  the  Far 

North,  the  planned  to  stop  at  the  small  town 

only  long  enough  to  exchange  the  mail. 
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Content  Description;  Test  jU  Sentence  Meaning 


Reading  Instructional  Level  of  the  Material 

The  test  material  consisted  of  24  sentences  beginning  at  reading 
instructional  level  1 and  ending  at  reading  instructional  level ^ • 
Four  sentences  were  selected  to  represent  each  reading  instructions 
level;  two  were  used  to  represent  direct  statements  and  two  involve 
implied  statements. 


1.  Sub test  Name : 

Label  for  Skill: 

Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


16.1  Sentetice  Meaning:  Direct  Statement 

Identifying  cause-effect  relationships 
directly  stated  in  sentences 

Identifying  directly  stated  caiise-effect 
relationships  presented  through  sentences 

Introduced 9 Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Iiocation  of  Elements  Tested: 


Items  2,  3,  6,  7,  10,  11,  14,  15,  18, 
19,  22,  23 


2.  Sub  test  Marne: 

Labex  for  Skill: 

Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


16.2  Sentence  Meaning;  Implied  Meaning 

Identifying  cause-effect  relationships 
implied  in  sentences 

Identifying  implicitly  stated  cause-effect 
relationships  presented  through  sentences 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Items  1,  4,  5,  8,  9,  12,  13,  16,  17, 

20,  21,  24 
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Directions  For  Examiner 


Test  #16  Sentence  Meaning 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  Identifying 
Information  — name,  etc.  — on  the  cover  sheet.  When  this  is  com- 
pleted, start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  are  to  read  sentences  and  answer  questions  about 
these  sentences.  Look  at  the  example  below  and  listen  carefully  to 
the  directions. 

Example 


A.  Fatty  will  have  a party  for  girls. 

Who  can  come  to  the  party? 

1.  Dick 
(Xl  2.  Sally 
3.  Tom 

B.  Mrs.  Hen  could  not  take  a walk.  She  had  to  stay  with  her 
eggs. 

What  did  Mrs.  Hen  do? 

1.  She  took  a walk 

2.  She  ran 

(X>  3.  She  sat  on  her  eggs 


Look  at  the  first  part  of  the  example.  Example  A.  Read  the  first 
sentence  silently  while  I read  it  aloud:  "Fatty  will  have  a party 

for  girls."  Now  look  at  the  question:  "Who  can  cmne  to  the  party?" 

Look  at  the  possible  answers.  The  right  answer  is  number  2,  "Sally," 
So  we  put  an  X on  the  blank  line  by  number  2,  "Sally." 
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Look  at  the  second  part  of  the  example,  Example  B.  Read  the  sentence 
silently.  (Pause)  Now  read  the  question  and  put  an  X on  the  blank 
line  in  front  of  the  right  answer  to  the  question.  (Pause)  What  is 
the  right  answer  to  the  question:  "What  did  Mrs.  Hen  do?"  (Pause) 

That's  right.  The  correct  answer  is  number  3s  "She  sat  on  her  eggs. 
Be  sure  you  have  an  X on  the  blank  line  in  front  of  number  3,  "She 
sat  on  her  eggs." 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  says) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  sec  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  asks) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ssk  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaQuiing  the  skill  being  measured 
by  this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


Step  3 

You  have  12  minutes  to  complete  the  test. 

There  may  be  some  questions  which  you  cannot  answer.  Just  do  as  many 
as  you  can  and  do  your  best;  don't  worry  if  you  don't  know  them  all. 

Step  4 

When  you  finish  a page  go  on  quickly  to  the  next  page.  Turn  the  page 
and  begin. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


ElO)  NOTE  TO  TEACHER 
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Name ... 


Grade 


Teacher 


School 


Test  ^16 

SENTENCE  MEANING 
Dlrectiona 

In  this  test  you  are  to  read  sentences  and  then  answer  questions 
about  the  sentences.  Usten  carefully  to  the  directions. 


Example 


Ae  Patty  will  have  a party  for  girls* 
Who  can  come  to  the  party? 


1.  Dick 

2.  Sally 

3.  Tom 


B.  Hr*,  nen  could  not  take  a walk.  She  had  to  stay  with  her  egg*. 

What  did  Mrs.  Hen  do? 

1.  She  took  a walk. 

2.  She  ran. 

* C 

3.  She  sat  on  her  eggs. 


DO  NOT  THEN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO 
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i«  Dick  like#  to  r««d  booto  about  fanw. 

Which  book  wiXl  ha  like? 

a,  A New  Red  Ball 
hm  The  Brave  Lion 
c.  Cows  Itt  the  Corn 

2.  Sally  walked  in  the  rain  to  find  Tim. 

Why  did  Sally  get  wet? 

a.  Sally  walked  in  the  rain. 

b.  Sally  fell  down. 

c.  Sally  played  in  the  house. 

3.  It  was  cold,  atftd  Sally^  put  on  her  coat. 

Why  did  Sally  put  on  her  coat? 

a.  It  was  pretty. 

b.  She  was  cold, 

c. .  It  was  hot. 

4.  Sally  wanted  to  play  with  het  doll,  but  she  could  not  ftad  it. 
How  did  Sally  feel? 

I 

a.  She  was  sad. 

b.  She  laughed. 

Ill  I 

c.  She  was  happy® 

5.  Tom  and  Dick  pushed  hard  on  Jack's  doorbell  for  three 
minutes,  and  no  one  came  to  the  door. 

Why  didn't  Jack  come  to  the  door? 

a.  Jack's  mother  came  to  the  door. 

b.  Jack's  father  came  to  the  door. 

Jack  was  not  at  home. 


c. 


GO  ON  TO  THE  NEXT  PACE 
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6.  The  boy  yelled  when  an  iron  bar  fell  on  his  foot. 

Why  did  the  boy  yell? 

a.  The  iron  bar  rolled  down  the  hill. 

b.  The  iron  bar  hit  the  boy  on  the  foot. 

c.  It  was  time  to  go  home. 

7.  Aunt  Jane  put  string  around  a big  boK  so  it  wouldn’t 
come  open. 

Why  did  Aunt  Jane  put  string  around  a big  box? 

a.  Aunt  Jane  was  getting  a box  ready  to  mail  away. 

b.  Aunt  Jane  wanted  the  box  to  look  pretty. 

c.  Aunt  Jane  wanted  to  keep  the  box  closed. 

8.  Three  little  kittens  were  hungry  and  they  were  looking  for 
food. 

Why  were  the  kittens  hungry? 

a.  They  were  full. 

b.  They  had  not  eaten. 

c.  They  were  not  happy. 

9.  The  wind  was  very  strong  so  Mrs,  Giles  ran  to  get  her 
sheets  off  the  clothesline. 

Why  did  Mrs.  Giles  run? 

a.  She  didn’t  want  her  sheets  to  blow  down. 

b.  She  didn’t  want  her  sheets  to  get  wet. 

c.  She  didn’t  want  her  sheets  to  fade. 


GO  ON  TO  THE  HSICT  PAGE 
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10.  After  chasing  Pete  for  a long  tliae,  Jerry  was  out  of 
breath  and  walked  slowly  toward  the  shade  tree. 

Why  was  Jerry  out  of  breath? 

a.  Jerry  wanted  some  water. 

b.  Jerry  had  been  chasing  Pete. 

c.  Jerry  had  been  sick. 

11.  Mrs.  West  grabbed  her  little  son  by  the  hand  and  pulled 
him  through  the  crowd  to  get  a close  look  at  the  passing 
circus  parade. 

Why  did  Mrs.  West  pull  her  son  throu^  the  crowd? 

a.  Mrs.  West  wanted  her  son  to  see  the  parade  better. 

b.  The  little  boy  was  running  away. 

c.  Mrs.  West  did  not  want  to  lose  the  little  boy. 

12.  After  a heavy  rain.  Tow  Larsen  put  on  his  raincoat  and_ 
boots  and  hurried  down  the  dirt  road  to  Grandfather's  farm. 

Why  did  Tom  Larsen  put  on  his  raincoat  and  boots? 

a.  They  were  new. 

b.  He  could  not  find  his  shoes  and  coat. 

c.  It  was  wet  and  muddy  outside. 

13.  In  many  cities  in  brazil,  boys  and  girls  spend  only  three 
hours  a day  in  school,  but  they  also  study  at-home. 

VIhy  do  boys  and  girls  in  Brazil  study  at  home? 

a.  Pupils  in  Brazil  do  not  have  enough  time  to  do 
all  of  their  work  at  school. 

b.  Pupils  in  Brazil  are  not  very  smart. 

c.  Pupils  in  Brazil  are  smarter  than  pupils  in 

■ the  United  States. 


GO  ON  TO  THE  NEXT  PAGE 
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14.  On  a weekend  trl]^  to  Canada ^ Don  asked  for  a quarter  to 
buy  a souvenir,  and  his  father  gave  him  two  dimes  and  a 
nickle  from  a pocketful  of  change. 

VIhy  did  Don  want  a quarter? 

a.  Don  wanted  to  buy  an  ioe  cream  soda. 

b.  Don  want  ed  to  buy  something  to  remind  him  of 
the  trip. 

c.  Don  wanted  to  buy  something  to  eat  on  his  way 
home. 

15.  3tn  order  to  learn  the  language  commonly  spoken  in  the 
United  States,  the  pupils  in  a Mexican  school  learned 
about  different  kinds  of  sentences. 

Why  did  the  Mexican  pupils  learn  about  different  kinds  of 
sentences? 

a.  They  wanted  to  learn  Spanish. 

b.  They  wanted  to  visit  the  United  States. 

c.  They  wanted  to  learn  English. 

16.  As  the  flames  leaped  upward  and  came  near  the  tenth  floor 
window,  one  man  sat  on  the  floor  and  refused  all  assistance 
from  the  fireman. 


Why  did  the  man  act  as  he  did? 

a.  He  wanted  to  get  out  by  himself. 

b.  He  was  brave. 

c.  He  was  afraid. 

17,  As  the  sun  sank  behind  the  hills,  the  old  farmer  decided 
to  plow  one  more  row  and  then  head  for  the  barn. 

Why  did  the  farmer  decide  to  go  to  the  barn? 

a.  It  was  getting  too  dark  to  plow. 

b.  It  was  time  to  milk  the  cows, 

c.  It  was  thae  to  go  to  bed. 


GO  ON  TO  THE  NEXT  PAGE 
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18*  Geography  and  history  have  acted  on  the  people  in  the 
millplne  Islands  tn  such  a way  that  different  people 
live  In  different  ways. 

VJhy  do  the  people  of  the  Fhllllplne  Islands  differ? 

a.  They  differ  because  they  all  have  conmon 
ancestors. 

b.  They  differ  because  of  where  they  live  and 
events  that  occurred  In  the  past. 

c.  They  differ  because  they  live  In  the  same 
geographical  surroundings  and  have  a conmon 
history. 

19.  Hawaii,  because  of  Its  unusual  weather,  raises  many  things, 
such  as  pineapples,  sugar,  and  coffee. 

VThy  is  Hawaii  able  to  raise  many  different  things? 

a.  Hawaii's  climate  is  favorable  for  farming. 

b.  Hawaii's  weather  is  wet  most  of  the  year. 

c.  Hawaii  is  cold  most  of  the  year. 

20.  The  pupil,  that  round  dark  spot  in  a person's  eye, 
becomes  larger  as  the  room  darkens,  and  \dien  this  occurs, 
the  pupil  Is  opening  to  permit  more  ll^t  to  enter. 

I^at  will  happen  If  you  are  in  a dark  room  and  someone 
suddenly  turns  on  a light? 

a.  The  pupil  will  stay  the  same  size. 

b.  The  pupil  will  get  larger. 

c.  The  pupil  will  get  smaller. 


GO  ON  TO  THE  NEXT  PAGE 
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21.  A huge  truck,  climbing  slowly  up  the  bhe^lane  Muntain 
road  toward  the  pass,  stalled  neat  the  top,  and  a 
automobiles  behind  it  halted  their  progress  toward  the 

pass. 

Why  did  all  the  cars  stop? 

a.  The  drivers  of  the  cars  wanted  to  help  the 
truck  driver. 

b.  The  many  cars  coming  down  the  mountain  kept 

' them  from  passing  the  stalled  truck. 

c.  The  stalled  truck  blocked  the  narrow  road, 
thus  making  it  impassable. 


22.  The  complacent  look  on  the  artist’s  face  indicated  to 
the  onlookers  that  he  was  ready  to  discontinue  his  work 

on  the  painting. 

Why  did  the  artist  have  a complacent  look  on  his  face? 


js.  Ee  was  unhappy  with  his  painting. 

b.  He  was  pleased  with  his  painting. 

c.  He  felt  defeated  and  wanted  to  give  up  working 
on  the  painting. 


23. 


Knowing  that  an  improper  fit  may  mean  blackout,  the  pilot 
rechecked  his  oxygen  mask  before  he  nosed  the  plane  upwar 
for  the  last  leg  of  his  attempt  to  reach  50,000  feet. 


Why  did  the  pilot  recheck  his  oxygen  mask? 

a.  He.  did  not  want  the  black  marks,  known  as 

out  spots,  to  form  on  his  face  as  the  result  of  too 

tight  a mask. 

b.  He  did  not  want  to  lose  oxygen,  which  is 

" for  remaining  conscious,  because  of  a loose  mask. 

c.  He  knew  that  oxygen,  when  combined  with  gases  of 
' the  upper  air,  often  explodes  if  allowed  to  flow 

too  freely. 


GO  OH  TO  THE  NEXT  PAGE 
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Those  «hci  lean  toward  the  study  of  history  likely  count 
among  thdlr  fellow  Americans  and  friends  such  people  as 
Betijamln  yranklltt|  Paul  ReVere*  and  George  Washington. 

Why  are  these  people  thought  of  as  friends  by  those  who 
like  to  study  history? 

a.  They  are  familiar  with  them  because  they  have 

""  read  about  them  so  often. 

b.  They  knew  them  personally  because  they  lived  at 
the  same  time. 

c.  They  have  coomon  qualities  that  make  them 

' "brothers  under  the  skin." 


TESTS;  #17  Paragraph  Meaning 


Am 


Content  Description;  Test  #17  Paragraph  Iteaning 


Reading  Instructional  Level  o£  the  Material 

The  Roman  numeral  preceding  each  story  indicates  the  instructional 
level:  i.«€*9  I stands  for  reading  instructional  level  1;  II  stands  for 

reading  instructional  level  2,  etc.  There  are  two  stories  at  each 
instructional  level. 


1.  Sub  test  Name; 

Label  for  Skill: 

Definition  of  Skill: 


Instructional  Span: 
Possible  Score: 


Location  of  Elements  Tested:  Item  1 in  the  set  of  test  items  follow* 

ing  each  story. 


17.1  Paragraph  Meaning;  Main  Idea^^tStory 

Identifying  main  ideas  directly  stated  in 
stories 

Identifying  main  ideas  which  are  directly 
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reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Item  2 in  the  set  of  test  items 

following  fiach  story 
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17.3  Paragraph  Meaning;  Main  Idea— 
Paragraph 

Identifying  main  Ideae  directly  stated  In 
paragraphs 
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Definition  of  Skill:  Identifying  main  ideas  which  are  directly 

stated  in  paragraphs 

Instructional  Span:  Introduced,  Pp;  reviewed,  each  subsequent 

reading  instructional  level  to  6 

Possible  Score:  12 


Ltc&tlon  of  Elements  Tested:  Item  3 in  the  set  of  test  items 

following  each  story;  exception, 
at  reading  instructional  level  6 
(VI)  on  pages  23*24,  item  4 pertains 
to  Score  17.3 


4.  Sub test  Name; 

Label  for  Skill: 
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Instructional  Span: 

Possible  Score: 


17.4  Paragraph  Meaning;  Implied  Idea** 
Paragraph 

Identifying%main  ideas  implied  in  paragraphs 

Identifying  main  ideas  which  are  implied  in 
paragraphs 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

12 


Location  of  Elements  Tested:  Item  4 in  the  set  of  test  items 

following  each  story;  exception,  at 
readizig  ins  true  ticnal  level  6 (VI) 
on  pages  23«*24,  item  3 pertains  to 
Score  17.4 


5.  Sub  test  Name: 

Label  for  Skill: 
Definition  of  Skill: 

Instructional  Span: 

Possible  Score: 


17.5  Paragraph  Meaning;  Detalfe 

Identifying  details  in  stories 

Identifying  specific,  and  smaller  components 
of  messages  presented  throughout  stories 

Introduced,  Pp;  reviewed,  each  subsequent 
reading  instructional  level  to  6 

24 


Location  of  Elements  Tested:  Items  5 and  6 in  the  set  of  items 

following  each  story 
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Look  mt  the  little  story  about  Billy.  Now  read  this  story  to  yourself. 
(Pause  long  enough  for  them  to  read  the  story.)  Now  look  at  the 
question  about  the  story.  What  Is  the  question?  (Pause)  You  are  to 
find  the  answer  to  the  question,  What  was  Blllv  looking  for?  You  have 
four  answers  to  choose  from.  Which  Is  the  right  answer?  (Pause) 

His  dog  la  the  right  answer.  An  X Is  put  on  the  line  in  front  of  It 
to  show  that  It  Is  the  right  answer.  Each  story  that  you  read  will 
have  6 questions  to  answer.  Remeniber  to  put  an  X on  the  line  In 
front  of  the  right  answer.;  There  will  be  only  one  right  answer  for 
each  question. 


(Stop  the  tape  recorder  at  this  point.  Then  say;) 

Don't  look  at  the  test  Items  until  you  are  told  to  do  so. 

(Now  check  to  see  If  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test.  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  Instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


You  will  have  three  minutes  to  read  each  story  and  answer  the  questions. 
When  I tell  you  to  begin  you  are  to  turn  the  page  and  start  reading 
the  story.  When  the  teacher  says  "Stop,"  you  must  stop  even  if  you 
have  not  answered  all  the  questions.  If  you  finish  before  the  teacher 
says  "Stop,"  look  over  your  questions  again  If  you  need  to.  Do  not 
turn  the  page  to  the  next  story  until  the  teacher  tells  you  to.  Do 
as  much  as  you  can  and  try  to  do  your  best;  don't  worry  if  you  don't 
know  them  all. 


BEOrN  NOTE  TO  TEACHER 


END  NOTE  TO  TEACHER 


Step  3 


Step  4 


Now  turn  the  page  and  begin 


TESTS;  #17  ParagraghM^^ 


AZXO 


begin  note  to  teacher 


(stop  the  tape  recorder  «t  this  point, 
spece  on  the  tepe  before  the  next  set 


You  heve  10  to  20  seconds 
of  directions  begins.) 
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IES1S:  #17  Paragraph  Meaning 


Name 


Grade 


Teadier 


School 


AZU 


Test  #1T 

PARAGBAFH  MEANING 
Directions 

In  this  testy  you  are  to  read  some  very  short  stories 
silently,  and  then  you  are  to  answer  six  questions  about 
each  story.  Look  at  the  example  below  and  listen  carefully 
to  the  directions. 

Example 


Billy  was  looking  for  his  dog.  Spot.  He 
could  not  find  him.  Soon  Spot  started 
barking.  Here  was  Spot  in  the  barn.* 

Spot  had  wanted  to  hide  from  Billy. 

PUT  AN  X ON  THE  LINE  IN  PRONT  OF  THE  RIGHT  ANSWER 

What  was  Billy  looking  for? 


a.  His  cat 

b.  His  pony 

X ^c.  His  dog 

d.  His  rabbit 


DO  NOT  TURN  THE  PAGE 
until  TOU)  to  do  SO 
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"Dick.*  Sally.'  Let:*8  make  a zooV*  said  Billy, 
"liet's  make  a zoo  in  the  barnyard." 

"Hhat  will  we  put  in  our  zoo?"  asked  Dick. 

"We  will  put  our  pets  in  the  zoo,"  said  Sally. 
"They  will  be  our  animals." 

The  children  ran  to  get  the  pets. 

Sally  took  her  puppy  and  Dick  took  his  turtle 
and  his  pony. 

Billy  put  his  pig  in  the  zoo. 

Soon  all  the  pets  were  in  the  barnyard. 

Then  Billy  said,  "I  will  get  my  bird  and  put 
it  in  the  zoo,  too." 

Dick  and  Sally  laughed.  Dick  said,  "You  can't 
put  your  bird  in  the  zoo,  Billy." 

"Why  not?"  said  Billy. 

"We  think  your  bird  will  surprise  you. 

Just  try  it  and  see,"  said  Dick. 

PUT  AN  X ON  THE  LIMB  IN  FRONT  OF  THE  RIGHT  ANSWER 

1.  Which  is  the  best  name  for  this  story? 

a.  Billy's  Surprise 

b.  Going  to  the  Zoo 

c.  Making  a Zoo 

d.  The  Funny  Bird 

2.  Why  can't  Billy  put  his  bird  In  the  zoo? 

a.  The  turtle  will  eat  It 

b.  The  bird  will  fly  away 

c.  The  pony  will  take  It  to  ride 

d.  The  btsrd  -villi  eat.  the  pig 


GO  ON  TO  the  NEXT  PAGE 
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3.  What  did  they  put  In  the  zoo? 

a.  Plants 

b.  Food 

c.  Flowers 
d>  Pets 

4,  Why  did  the  children  make  a zoo? 

a.  They  wanted  to  make  a zoo 

b.  Their  mothers  told  them  to  make  a zoo 

c.  They  wanted  to  keep  the  animals  from  running 
away 

d.  They  wanted  to  keep  pet  birds  in  it 
3.  Who  sald^  "Lett’s  make  a zoo."? 

a^  Sally 
b.  Billy 

c,  Dick 

d.  Mother 

6.  What  did  Sally  put  in  the  zoo? 

a.  The  pony 

b.  The  turtle 

c.  The  bird 

d.  The  puppy 


STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOU)  TO  DO  SO. 
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Five  baby  squirrels  live  outside  my  bedroom 
window.  Their  nest  Is  high  In  a tree. 

1 watch  one  squirrel  more  than  1 do  the 
others.  He  a3.ways  seems  bright  and  happy. 

I call  him  Pe4nuts.  My  name  Is  Dick. 

Peanuts  was  the  first  to  climb  out  of 
the  nest.  Flrst^  he  took  a few  steps  along 
a branch.  But  he  was  afraid  to  turn  around. 

Then  came  Mother  Squirrel.  must  teach 
you  a few  things,"  she  seemed  to  say. 

Peanuts  watched  her  run  way  out  on  the 
branch.  She  turned  around  and  raced  back. 

Then  Peanuts  tried  to  turn  around. 

He  could  do  It  too* 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1.  What  is  the  best  name  for  this  story? 

a.  The  Squirrels 

b.  Peanuts 

c.  Home  of  the  Squirrels 

d.  Mother  Squirrel 

2.  How  does  Dick  feel  when  he  watches  Peanuts? 

a.  Sad 

b.  Sorry 

c.  Happy 

d.  Sick 


GO  ON  TO  THE  NEXT  PAGE 
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3.  Where  do  the  baby  squirrels  live? 


a* 

Outside  Dick*s  kitchen  window 

b. 

Outside  Dick*  a.  bedroom  window 

c. 

Outside  Dick’s  playhouse 

d. 

Outside  Dick’s  tree  house 

4*  Why  was  Peanuts  afraid  to  turn  around? 


a. 

A cat  might  get  him 

b. 

A bird  was  behind  him 

c. 

Mother  Squirrel  did  not  want  him  to 

d. 

He  might  fall 

5.  How  many  baby  squirrels  were  in  the  nest? 


^ a. 

Five 

b. 

Two 

c. 

Six 

4. 

Three 

6,  Who  shovjed  Peanuts  how  to  turn  around? 


a. 

Father  Squirrel 

b. 

A baby  squirrel 

c. 

Mother  Squirrel 

d. 

No  one 

STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO 
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II 

Every  Saturday  morning,  there  is  a line  of 
boys  and  girls  on  Garden  Street.  They  are  wait- 
ing to  see  a movie. 

One  Saturday  morning  there  was  a good  cow- 
boy movie.  Pete  came  running  down  the  street. 
Pete  took  one  look  at  the  long  line  of  boys 
and  girls.  He  was  not  going  to  go  to  the  end 
of  the  line.*  No,  sir.  Pete  walked  up  to  the 
front  of  the  line  and  pushed  his  way  in  there. 

Pete  had  pushed  his  way  right  in  front  of 
Billy  Wilson.  Billy  did  not  say  a word.  But  he 
pulled  off  Pete’s  hat  and  handed  it  to  the  boy 
behind  him. 

"Pass  it,  Joe,"  said  Billy. 

Joe  passed  the  hat  to  the  girl  behind  him. 

And  Pete's  hat  went  down  the  line  until  it  got 
to  Betty  at  the  very  end. 

Pete  said  to  Billy,  "Where's  my  hat?" 

Billy  pointed  down  the  line.  There  at  the 
end  of  the  line  was  Betty  holding  up  Pete's  hat. 

Everyone  smiled.  But  not  Pete.  He  did  not 
say  another  word.  He  walked  all  the  way  back  to 
Betty. 

Pete  still  goes  to  the  movies  on  Saturday 
mornings.  But  now  he  goes  to  the  end  of  the  line 
and  waits  his  turn  to  buy  his  ticket. 


PUT  AN  X ON  THE 

1.  What  is  the 

.a. 

b. 

c. 

d. 

2.  Why  did  the 

a. 

b. 

c. 

d. 


LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 
best  title  for  this  story? 


Pete  Learns  a Lesson 


Pete  and  his  Friends 


Waiting  for  a Movie 
A Good  Cowboy  Movie 
children  pass  Pete's  hat? 

They  wanted  to  hide  it 

They  wanted  to  play  a trick  on  Pete 

They  wanted  Pete  to  see  the  movie 


They  wanted  Pete  to  wait  his  turn 


GO  ON  TO  THE  NEXT  PAGE 
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3.  What  does  Pete  do  now  when  he  goes  to  the  laovle? 

a.  Goes  to  the  front  of  the  line 

b.  Pushes  his  way  in 

c.  Goes  to  the  end  of  the  line 

d.  Buys  his  ticket  on  Friday 

I 

h.  How  did  Pete  feel  when  everyone  smiled? 

a.  Happy 

b.  Foolish 
c«  ' Sad 

d.  Gay 

5.  Where  did  the  boys  and  girls  go  on  Saturday  morning? 

a.  To  school 

b.  To  the  movie 

c.  To  the  store 

d.  To  the  zoo 

6,  Who  pulled  off  Pete*s  hat? 

a.  Billy 

b.  Pete 

c.  Joe 

d.  Betty 


STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOID  TO  DO  SO. 
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Jack  was  a little  black  dog.  He  was  not  a 
pretty  dog  but  everyone  liked  him.  Hr,  Green, 
a friend  of  Jack's  master,  wanted  a dog  very 
much,  so  Jack  was  given  to  him.  It  was  a winter 
day  ^en  Mr,  Green  took  Jack  away.  He  put  Jack 
In  a bag  and  laid  the  bag  on  the  straw  In  the 
bottom  of  the  sleigh  between  his  feet,  H wrapped 
a fur  robe  around  himself  and  the  bag.  He  drove 
for  twentyflve  miles  with  Jack  covered  up  so 
that  he  could  not  see  the  road,  Hhen  Mr,  Green 
reached  his  home  he  took  Jack  carefully  out  of 
the  sleigh.  Jack  slipped  out  of  Mr,  Green's 
arms  and  was  off  In  a flash.  Next  morning  Jack's 
old  master  heard  a dog  crying.  He  opened  the 
door  and  there  stood  Jack,  On  the  snow  were 
bloody  tracks  where  the  hard  crust  had  cut  his 
feet.  He  Jumped  all  over  his  master,  who  said, 
"I'll  never  let  anybody  take  you  away  again," 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1,  Choose  the  best  title  for  this  story, 

a.  The  Lost  Dog 


b.  Little  Black  Dog 

c.  Dog  Who  Came  Back 
d«  Bloody  Paws 

2,  Why  did  Jack  come  home? 

a.  His  old  master  called  him 
b-  Mr,  Green  sent  him 
c.  It  was  easy  to  come 
d.  He  loved  hta  old  master  better 


GO  TO  THE  NEXT  PAGE 
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3,  Vrtiat  did  Jack’s  master  do  \jhen  Jack  came  home? 

a.  He  promised  to  keep  him  there 

b.  He  scolded  him 

c.  He  sent  him  back  to  Mr*  Green 

d.  He  shipped  him 

4.  How  did  Jack  go  to  his  old  home? 

a.  With  Mr*  Green 

b.  All  by  himself 

c*  sin  *the  slei^ 

d*  With. his  old  master 

5*  When  did  Jack  reach  his  old  .piaster’s  house? 
a^  In  a few  .hours 

b.  Two  days. later 

c.  The  next  ni^t 

d.  The  next  morning 

6*  How  many  miles  were  driven  by  Mr*  Green? 

h.  15 

.c*  25 

d,  5 


Am 


STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO 
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III 

Because  he  was  a tcad  we  called  him  Hoppy. 

His  home  was  a hole  beside  our  brook.  By  ni^t 
he  hunted  insects.  By  day  he  slept  in  the  hole. 
Always  he  hurried  back  to  his  hole  before  daylight. 

One  morning  X covered  his  eyes  with  my  hand, 
carried  him  across  a vacant  lot  and  placed  him  in 
a cool  spot.  Next  morning  he  was  back  in  his  home 
beside  our  brook.  'JHien  I took  him  a half  mile 
away.  Two  days  later,  he  again  found  his  way 
back.  Next  I put  him  in  a box  and  carried  him 
to  another  brook  two  miles  away,  where  I set  him 
free.  Day  after  day  we  watched  for  Hoppy  to 
return.  But  two  miles  seemed  too  much  for  Hoppy 
to  hop. 

Feeling  somewhat  guilty,  I searched  for  him 
by  the  strange  brook.  I wanted  to  bring  him 
home,  but  could  not  find  him  anysrtiere.  Perhaps 
he  had  been  killed  by  a passing  car. 

Two  weeks  later,  I saw  two  eyes  peering  at 
me  from  a hole  beside  our  brook.  They  were 

eyes.  He  was  very  thin,  but  he  was  home. 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIOdT  ANSWER 

1.  Choose  the  best  title  for  this  story. 

a.  Hoppy* 8 Half  Mile 

b.  Hoppy  Leaves  Home 

c.  Hoppy  Returns  Home 

d.  Hoppy*  8 Eyes 

2.  How  did  the  storyteller  feel  about  taking  Hoppy  away? 

a.  Happy 
b.  Mad 

c.  Gay 
d.  Sad 


GO  ON  TO  THE  NEXT  PAGE 


o 
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3.  Where  was  the  search  made  for  Hoppy? 
a^  The  brook 

b.  The  woods 

c.  The  backyard 

d.  The  hole 

K Which  place  did  Hoppy  like  best? 
a>  The  vacant  lot 

b.  The  brook 
* c«  The  pond 

d.  The  hole 
What  was  Hoppy? 

a.  A tadpole 

b.  A toad 

c.  A grasshopper 

d.  A rabbit 

6,  How  were  Hoppy *s  eyes  covered? 

a.  With  a hand 

b.  With  a finger 

c.  With  a handkerchief 
d.  With  a piece  of  cloth 


STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO, 
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stop  the  music  and  the  circus  stops. 

The  bandmaster  really  leads  the  sKow  by 
playing  music  to  fit  each  act.  The  men 
In  the  band  know  many  tunes  and  can  change 
quickly  from  one  to  another. 

One  day  the  ten  tigers  had  just 
finished  their  act.  They  were  leaving 
the  ring  to  go  back  to  their  cages. 

Suddenly,  the  biggest  cat  jumped  on  unother 
cat's  back.  The  crowd  screamed* 

Other  tigers  snarled.  The  trainer 
cracked  his  whip  just  as  another  huge  cat 
sprang.  A free-for-all  fight  had  begun. 

The  trainer  needed  help  to  make  his  animals 
obey  him. 

At  once  the  circus  band  started  to  play 
a loud  marching  song.  The  crowd  had  quieted  down. 
The  trainer  and  his  helpers  drove  eight  of 
the  tigers  out  of  the  ring.  With  long 
poles  they  pushed  the  two  fighting  cats 
apart.  At  last,  these  too  ran  off  to 
their  cages. 

In  a flash,  the  band  changed  to  the 
gay  music  of  **Happy  Days  Are  Here  Again." 

Clowns  bounded  Into  the  ring.  The  crowd 
clapped.  Once  more  music  had  helped  to 
save  the  dayi 

PUT  AN  X ON  THE  LINE  IN  FRCMJT  OF  THE  RIGHT  ANSWER 

1.  What  is  the  main  thing  this  story  Is  about? 

a.  Trained  circus  animals 

b.  The  tiger  act 

c.  The  tigers  and  the  trainer 

d.  Circus  music 

2.  Why  did  the  band  play  when  the  tigers  began  to  fight? 

a.  So  the  people  would  get  quiet 

b.  So  the  trainer  could  get  the  tigers  out 

c.  The  tiger  act  was  over 
d.  The  tigers  liked  the  music 
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3*  How  does  the  band  lead  the  circus? 

a.  It  marches  first  in  the  parade 

b.  It  plays  music  to  fit  each  act 

c.  It  plays  for  every  act 

d>  It  is  the  first  act  you  see  at  the  circus 
4.  Hhy  did  the  trainer  need  help  with  the  fighting  tigers? 

a.  He  could  not  get  them  apart  by  himself 

b.  They  were  too  big  for  him  to  lift 

c.  His  whip  was  broken 

d>  The  cages  would  not  hold  them 
Hhat  was  used  to  get  the  fighting  tigers  apart? 

a.  Long  spears 

b.  Long  ropes 

c.  Long  vdiips 

d.  Long  poles 

6*  What  act  came  after  the  tiger  act? 

a.  The  elephants 

b.  The  clowns 

c.  The  jugglers 
d.  The  wild  horses 


STOP 
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An  airplane  pilot  invited  the  skipper  of  a 
submarine  to  go  up  in  a plane  with  him.  The 
pilot  fri^tened  the  skipper  by  power  diving 
close  to  the  earth,  looping  the  loop,  and  barrel 
rolling, 

When  the  pilot  was  the  skipper's  guest,  the 
skipper  ordered  the  crew  to  take  the  submarine 
out  to  sea  and  then  down  as  far  as  it  could  go 
without  being  crushed.  The  skipper  and  pilot 
watched  the  depth  gauge.  The  pilot  grew  more 
and  more  friglitened  as  the  gauge  crept  toward 
the  danger  mark.  Finally  the  skipper  voiirdered 
the  crew  to  surface  the  submarine.  But  something 
went  wrong.  The  submarine  kept  on  going  down. 

The  frantic  skipper  gave  frantic  orders  to  his 
frantic  crew.  But  still  the  needle  on  the 
gauge  read  deeper  and  deeper.  Suddenly  the 
hatch  of  the  submarine  was  thrown  open  and 
the  pilot  discovered  that  the  submarine  had 
never  left  its  pier, 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1,  What  is  this  story  about? 

a.  How  two  officers  fought  each  other 

b»  How  two  officers  became  acquainted 

c.  How  two  officers  played  Jokes  on  each  other 

d.  How  two  officers  angered  each  other 

2,  Which  is  the  best  way  to  describe  what  the  skipper  did  to 
the  pilot? 

a.  Clever  clowning 

b.  Clever  steering 

c.  Clever  entertaining 
d.  Clever  repayment 


GO  ON  TO  THE  NEXT  PAGE 
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3.  What  18  the  main  idea  in  the  last  paragrapht 

a.  The  skipper  played  e.  trick  on  the  pilot 

.•f . « 

h.  The  pilot  grew  frightened 

c.  SoDiething  went  wrong  with  the  suboar.ine 

d.  The  submarine  went  out  to  sea 

4.  Why  was  the  pilot  able  to  do  these  stunts  safely? 

a.  He  was  a bomber  pilot 

b.  He  was  an  expert  pilot 
Cm  He  was  an  older  man 
d.  He  was  an  officer 

f 

5.  What  was  one  of  the  pilot's  tricks?  ^ 

a.  Submarine  eteering 

f-  • ‘ ’ 

b.  Racing 

c.  Barrel  rolling 

d.  Shouting 

6.  How  did  the  skipper  feel  while  in  the  airplane? 

a.  He  enjoyed  himself 

b.  He  felt  safe 

t 

Cm  He  was  sick 
d.  He  was  frightened 

STOP 
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Before  there  were  any  Watohes  or  clocks,  clever 
persons  thou^t  of  ways  of  marking  the  passage  of 
time.  One  way  was  for  each  person  to  watch  the 
length  of  his  shadow.  When  the  sun  rose  In  the 
morning,  his  shadow  was  quite  long.  Gradually  his 
shadow  grew  shorter  until  noon*  During  the  after* 
noon,  his  shadow  began  to  grow  longer  and  ICT^ger, 
and  Just  at  sunset  it  was  the  same  length  as  at 
sunrise.  Later,  someone  Invented  the  sundial.  The 
sundial  had  a metal  finger  which  pointed  straight 
up.  Wlieh  the  sun  shone,  this  finger  made  a shadow 
on  the  sundial.  As  the  sun  moved,  the  shadow  moved. 
The  sundial  was  so  marked  that  the  position  of  the 
shadow  told  the  minutes  and  hours  of  the  day. 

Sundials  were  of  no  use  on  dark  days.  People 
wanted  to  know  the  time  on  dark  days  as  well  as  on 
sunny  days,  so  they  had  a timepiece  which  they  called 
"the  water  thief.**  This  **clock**  is  a deep  bowl  or 
Jar  with  lines  running  around  the  inside  to  divide 
it  into  parts.  Water  drips  through  a tiny  hole  in 
the  bottom  of  the  bowl.  As  the  water  drips  out 
drop  by  drop,  the  level  or  top  of  the  water  is 
lowered,  thus  Showing  the  time  on  the  lines.  When 
the  bowl  is  emptied,  it  must  be  filled  again. 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1.  What  is  the  best  title  for  this  selection? 

a.  Footprints  on  the  Sands  of  TIm 

b.  The  Sundial 

c.  Man's  Progress  in  Recording  Time 

d.  The  \:jater  Clock 

2.  Why  were  timepieces  invented? 

a.  People  had  money  to  buy  them 

b.  People  needed  to  tell  time 

c.  People  wanted  to  show  they  were  clever 

d.  People  liked  to  see  the  sun 


GO  ON  TO  THE  NEXT  PAGE 


TESTS:  #17  Paragraph  ^Saatl^n£ 


A22Z 


IV  (Continued) 

3,  What  is  the  main  idea  in  the  first  paragraph? 


a. 

The  passage  of  time 

b. 

How  to  measure  time 

c. 

The  invention  of  the  sundial 

d. 

Uaing  shadows  to  tell  time 

• Before  clocks  were  in^ented^  what  did  man  depend  upon 
most  to  tell,  time? 


a. 

His  stomach 

b. 

Sources  of  light 

c. 

Tide  changes 

d. 

Water  supply 

• When  is  the  shadow  shortest  on  the  sundial? 


a. 

At  sunrise 

b. 

At  sunset 

c. 

During  the  afternoon 

d. 

At  noon 

• When  was  ”the  water  thief’*  needed  to  tell  time? 


a. 

On  holidays 

b. 

On  all  days 

■ - 1 1 11 

On  dark  days 

d. 

On  Sundays 

STOP 
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A nobleman  axid  a merchant  once  met  In  a tavern. 
For  their  lunch  they  both  ordered  soup.  When  it 
was  brought 2 the  nobleman  took  a spoonful,  but 
the  soup  was  so  hot  that  he  burned  his  mouth  and 
tears  came  to  his  eyes.  The  merchant  asked  him 
why  he  was  weeping.  The  nobleman  was  ashamed  to 
admit  that  he  had  burned  his  niouth  and  answered, 

"Sir,  I once  had  a brother  who  committed  a great 
crime,  for  which  he  was  hanged.  I was  thinking 
of  his  death,  and  that  made  me  weep."  The 
merchant  believed  this  story  and  began  to  eat  his 
soup.  He  too  burned  his  mouth,  so  that  he  had  tears 
In  his  eyes.  The  nobleman  noticed  It  and  asked  the 
merchant,  "Sir,  why  do  you  weep?"  The  merchant  who 
now  saw  that  the  nobleman  had  deceived  him,  answered, 
"Hy  Lord,  X am  weeping  because  you  were  not  hanged 
together  with  your  brother." 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1.  What  does  this  story  teach  us? 

a.  Not  to  eat  soup 

b.  Not  to  cry  when  we  bum  our  mouths 

c.  Not  to  eat  in  taverns 

d.  Not  to  believe  everything 

2.  Why  did  the  merchant  believe  the  nobleman? 

a>  All  noblemen  tell  the  truth 

b.  It  was  proper  to  do  so 

c.  Merchants  always  believe  everything 

d.  He  was  dull  wltted 

3*  Which  word  describes  the  conduct  of  the  nobleman? 

a.  Noble 

b.  Correct 

c.  Unworthy 
d. 


Polite 
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k,  Which  of  these  statements  about  the  nobleman  is  most 
unlikely? 


a. 

He  had  a brother  who  was  hanged 

b. 

He  had  a distinguished  brother 

c. 

He  did  not  know  the  soup  was  too  hot 

d. 

He  had  eaten  soup  often 

What  did  the  merchant’s  answer  show? 


_ a. 

That  he  was  sad 

b. 

That  he  believed  the  nobleman 

c. 

that  he  was  angry  with  the  nobleman 

dl'  Th^t  he  had  a kind  heart 
6*  Why  didn't  the  nobleman  tell  the  truth? 


_ a. 

He  was  a nobleman 

b. 

He  felt  ashamed 

1 c* 

He  was  in  a tavern 

___  d. 

He  was  angry 

STOP 
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The  ikyecreper,  i«hich  le  one  of  the  greatest 
modern  American  creations,  came  Into  being  as  a 
result  of  neceaslty.  The  demand  for  room  In  an 
already  congested  district  made  „lt  necessary,  and 
modern  engineering  methods  made  it  possible. 

The  steel-cage  system  of  construction  makes 
possible  the  superstructure.  The  cage  Is  made  of 
steel  beams  fastened  together  with  bolts.  It  may 
be  compared  to  a bridge  set  on  end.  The  steel 
skeleton  forms  the  whole  support  for  the  upper 
floors,  and  the  walls  are  merely  coverings  for 

4 ATI 

The  construction  of  the  substructure  Is  ji«t 
as  marvelous.  It  must  be  so  built  that  It  will 
not  only  support  the  superstructure  and  its 
contents,  but  also  bear  the  pressure  exerted  upon 
it  by  the  force  of  the  wind  against  the  walls.  In 
building  the  foundations,  steel  caissons  - large 
boxlike  structures  - are  sunk  down  to  bedrock. 

When  they  reach  bedrock,  the  rock  is  leveled  and 
the  caissons  are  flll?id  with  concrete;  thus  solid 
piers  are  made  from  bedrock  to  the  surface  of  the 
ground, 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1,  What  is  the  best  title  for  this  selection? 

a.  Modern  Building  Methods 

b.  Skyscrapers 

c. .  An  Engineer's  Miracle 

d.  How  to  Build  a Skyscraper 

2,  Why  are  skyscrapers  necessary? 

a.  To  provide  growing  populations  with  im>re  housing 

b.  To  provide  a maximum  of  floor  space  Which 

' occupies  a minimum  of  ground  area 

c.  To  build  penthouses  high  in  the  sky 

c.  To  provide  observation  posts  and  helicopter 
’ landing  areas  in  large  cities 
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3«  What  can  you  compare  the  steel  cage  to? 

a.  Any  bridge 

b.  A concrete  bridge  ^ 

c.  A railroad  bridge 

d.  A bridge  set  on  end 

How  Is  the  actual  construction  o£  the  substructure  of  a 
sl^scraper  made  possible? 

a-  By  means  of  deep  excavations 

b.  By  means  of  bedrock  foundations 

c.  ■ By  means  of  steel  cage  systems 

d«  By  means  of  concrete  piers 

What  is  the  support  of  the  upper  floors  of  the  super**  ’ 
structure  directly  dependent  upon? 

a.  The  walls 

b.  The  steel  skeleton 

c.  Concrete  piers 

d.  Steel  caissons 

6.  How  are  the  steel  beams  fastened  together? 

a.  Bolts 

b.  Welding 
c-  Soldering 

d.  Steel  cables 
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The  discovery  was  entirely  accidental.  The  two 
boys  were  searching  for  cattle  that  had  strayed  from 
the  herd.  The  pert  of  the  plain  over  vdilch  they  rode 
was  separated  from  the  Inaccessible  and  apparently 
useless  mesa  by  a turbulent  stream.  Jack  had  once 
seen  a horse  swim  the  river  and  disappear  up  the 
narrow  box  canyon  of  the  mesa.  Althou^  the  place 
had  always  been  avoided  by  herders  with  cattle,  the 
boys  decided  to  cross  and  reconnolter  In  search  of 
the  strays.  They  made  their  objective  a hl^  point 
which  seemed  to  be  the  edge  of  the  mesa.  After  an 
hour's  climb  they  reached  their  lookout,  and  beheld 
In  the  cliffs  above  them  a city,  a sleeping 
stone!  There,  nestled  In  a great  cavern,  beautifully 
proportioned  and  symmetrically  made,  was  a village 
of  little  tinted,  flat-roofed  houses.  Mirage,  was 
their  first  thou^t.  Then  they  realized  that  they  were 
looking  at  the  ruins  of  an  ancient,  extinct  civilization. 
Preserved  In  calm  repose  were  the  homes  of  some  of  the 
forebears  of  our  early  Americans. 

PUT  AN  X ON  THE  LINE  IN  FBONT  OF  THE  RIGHT  ANSWER 

1.  Choose  the  best  title  for  this  selection. 

a.  The  Mirage 

b.  The  City 

c.  The  Sleeping  City 

d.  Discovery  on  the  Mesa 

2.  Who  might  have  been  the  first  Inhabitants  of  these 
dwellings? 

a.  American  Indians 

b.  German-Amer  leans 

c.  Irlsh-Amer  leans 

d.  Cavemen 
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3.  Why  wee  the  discovery  on  the  mesa  not  made  before? 
as  Tha  sMisa  was  uncultivated 

b.  The  masa  was  mountdlnoutt 

c.  Tha  mesa  was  Isolated 

d.  The  masa  was  uninhabited 

4e  To  what  ml^t  this  discovery  lead? 

a.  Pandemonium 

b.  Exploration 
Ce  Conflagration 

■ d.  Catastrophe 

What  separated  tha  masa  from  the  plain? 

a.  A trail 

b.  A cliff 

c.  A rlvar 
da  A road 

6.  In  which  state  ml^t  this  have  happened? 
a.  Maine 
be  Iowa 
c.  Virginia 
da  New  Mexico 


STOP 
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There  ere  glent  telea copes  >ihlch  look  to  fer 
into  the  universe  that  it  takes  light  two  lillion 
years  to  reach  the  telescope*  These  telescopes 
have  revealed  that  stars  do  not  exist  by  themselves* 
They  are  grouped  into  galaxies*  Our  sun,  which  is 
a very  ordinary  star,  is  part  of  a galaxy  including 
about  a billion  stars*  Both  our  sun  and  tiny  earth 
are  far  out  toward  the  edge  of  this  galaxy*  In 
the  beginning,  our  sun  was  not  even  there,  for 
scientists  believe  it  is  a billion  years  younger 
than  the  oldest  star  in  our  galaxy. 

Some  galaxies  are  spiral-shaped*  The  galaxy 
whidi  Includes  the  earth  is  one  of  these.  It  is  a 
hundred  times  as  wide  as  it  is  thick*  We  see  the 
Milky  Way  when  we  look  lengthwise  through  the  stars 
in  our  galaxy*  Some  galaxies  are  elliptical*  Some 
are  shaped  like  a sphere*  A few  have  irregular 
shapes*  Host  are  either  spiral  or  elliptical* 

When  men  look  as  far  as  our  biggest  telescopes 
will  reach,  they  do  not  see  the  edge  of  the  universe* 
Galaxies,  each  with  its  own  millions  of  stars,  extend 
on  and  on*  Recently  it  was  discovered  that  radios  with 
special  antennas  could  pick  up  radio  signals  from 
galaxies  far  beyond  the  reach  of  telescopes* 

Radio  signals  are  very  strong  from  a certain 
spot  in  the  universe*  When  the  world's  largest 
telescope  was  turned  on  this  spot,  two  galaxies 
were  discovered  colliding* 

PUT  AN  X ON  THE  LINE  IN  FRONT  OF  THE  RIGHT  ANSWER 

1*  What  is  this  story  about? 

a.  Telescopes  for  viewing  the  stars 

b.  Galaxies  of  stars 

c^  Spiral-shaped  galaxies 

d.  Sphere-shaped  galaxies 


o 

ERIC 


GO  ON  TO  THE  NEXT  PAGE 


TESTS;  #17  Paragraph  Meaninc 

III  iiwiWiMiii  iiwMiwiiMiiii  mmrnmmintz-.i.'amm  Mfcs;£a*n*4  •1**' 


A235 


VI  (Continued) 

2,  Way  can’t  men  see  the  edge  of  the  universe? 

, a.  Galaxies  extend  infinitely 

h.  Dense  cloud  formations  obscure  the  view 

c.  Solar  storms  destroy  signals 

d.  Gravitational  force  creates  shifts  in  galaxy 

positions 

3,  What  does  the  location  of  our  sun  tell  us  about  it? 

**  Our  sun  is  not  a star  in  our  galaxy 

b.  Suns  are  not  in  galaxies 

c.  Our  sun  was  not  the  first  in  our  galaxy 
jl*  Our  sun  is  the  only  sun  in  our  galaxy 

4,  What  is  the  main  idea  in  the  second  paragraph? 

a-  Galaxies  are  thick  and  wide 

b.  Galaxies  are  shaped  alike 
c.  Galaxies  look  alike 

d.  Galaxies  are  shaped  differently 

5,  What  is  the  shape  of  most  galaxies? 

a.  Spiral  or  spherical 
b«  Just  spherical 
c«  Spiral  or  irregular 
d.  Spiral  or  ellipitical 

6,  What  do  we  see  when  we  look  lengthwise  through  the 
stars  in  our  galaxy? 

a«  The  sun 

b.  The  moon 

c.  The  earth 
d.  The  Milky  Way 
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Reading  Instructional  Level  of  the  Material 

The  test  material  consisted  of  40  sentences.  Each  sentence  contained 
one  instance  of  figurative  language. 


1,  Subteat  Name;  19.1  Figurative  Language;  Similes 

Label  for  Skill;  Interpreting  similes  ^ 

Definition  of  Skill;  Interpreting  similes  used  in  sentence 

context 

Instructional  Span;  Introduced,  2 ; reviewed,  6 

Possible  Score;  8 

Location  of  Elements  Tested:  Items  1 throu^  8 in  the  set  of 

test  items 

2.  Sub  test  Name;  19.2  Figurative  Language;  Idioms 

Label  for  Skill;  Interpreting  idioms 

Definition  of  Skill;  Interpreting  idioms  used  in  sentence  context 

X 

Instructional  Span;  Introduced,  2 ; reviewed,  6 

Possible  Score:  8 

Location  of  Elements  Tested:  Items  9 through  16  in  the  set  of 

test  items 


3.  Sub  test  Name: 

Label  for  Skill: 
Definition  of  Skill; 
Instructional  Span: 
Possible  Score: 


19.3  Figurative  Language;  Exaggeration 
Interpreting  hyperboles 

Interpreting  hyperboles  in  sentence  context 
Introduced,  2^;  reviewed,  6 
8 


Location  of  Elements  Tested;  Items  17  through  24  in  the  set  of 

c:  test  items 
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4.  Subtest  I7ame: 

19.4  Figurative  Language;  Personification 

Label  for  Skill: 

Interpreting  personification 

Definition  of  Skill; 

Interpreting  personification  used  in 
sentence  context 

Instructional  Span: 
Possible  Score: 

X 

Introduced,  2 ; reviewed,  6 
8 

liOcation  of  Eletnents  Tested:  Items  25  throu^  32  in  the  set  of 


test  items 

5.  Subtest  Name: 

19.5  Figurative  Language:  Metaphors 

Label  for  Skill: 

Interpreting  metaphors 

Definition  of  Skill: 

Interpreting  metaphors  used  in  sentence 
context 

Instructional  Span: 
Possible  Score: 

Introduced,  2^;  reviewed,  6 
8 

Location  of  Elements  Tested:  Items  33  through  40  in  the  set  of 

test  items 


TESTS!  ^19  Figurative  Laifipuatte' 

Directions  For  Eacamlner 


Test  #19  Flfsuratlye  .LanSii?^ 


Step  1 


BEGIN  NOTE  TO  TEACHER 

“to  tS£ 

information  — name,  etc.  — on  tne  cover  su«sc».. 
pleted,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


an 


step,  2 

Tn  this  test  son®  words  are  underlined  in  each  sentence.  These  words 

or  ewawples  of  exaggeration  or  tte  under- 

phrase  below  each  sentence  which  tells  in  other  woras 

lined  words  in  the  sentence  at  the  top  mean. 

Vou  do  not  have  to  know  whether  the  underling  wor^  “!,f  tZieed 

similes,  metaphors,  exaggeration,  or  the 

to  do  is  to  choose  the  phrase  that  i”  beL  and 

underlined  words  in  the  sentence  mean,  look  at  the  exan?.le  heiow  ana 

listen  carefully  to  the  directions. 

Bicample 


A.  Roberta  saw  red  when  Billy  broke  her  bike. 

!•  ^ everything  turning  red 

2.  (X)  got  very  mad 

B.  Ann  was  a picture  of  loveliness  in  her  new  dress. 

1.  (X)  was  very  pretty 

2 had  her  picture  taken 
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BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Then  say:) 

Don*t  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask;) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded,  but  avoid  teaching  the  skill  being  measured  by 
this  test;  When  questions  are  answered,  turn  on  the  tape  recorder 
to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 
seconds  on  the  tape.) 


END  NOTE  TO  TEACHER 


isse 


Step  3 

Look  at  the  first  escample,  Sentence  A.  1*11  read  Sentence  A aloud. 
(Read  the  sentence  aloud  to  the  pupils.)  Two  words  are  underlined: 
This  phrase  is  an  idiom.  Look  at  the  two  phrases  under 
Sentence  A.  Which  of  these  two  phrases  tells  in  other  words  what 
the  underlined  words  mean.  Put  an  X in  ;he  blank  in  front  of  . the 

right  meaning.  (Pause)  The  second  phrase  is  the  right  answer. 

When  we  say  that  Roberta  saw  red  when  Billy  broke  her  bike,  we  mean 
in  other  words  that  Roberta  got  very  mad  when  Billy  broke  her  bike. 

i 

Now  let*s  do  the  second  example,  Sentence  B.  (Read  the  sentence 
aloud  to  the  pupils.)  Three  words  are  underlined:  picture  of 

loveliness.  This  phrase  is  a metaphor,  look  at  the  two  phrases 
under  Sentence  B.  Put  an  X in  the  blank  in  front  of  the 

right  meaning.  (Pause)  The  first  sentence  is  the  right  answer. 

When  we  say  that  Ann  is  a picture  of  loveliness  in  her  new  dress, 
we  mean  in  other  words  that  Ann  was  very  pretty  in  the  dress. 

Step  4 

The  test  will  have  forty  (40)  questions.  You  will  have  Ig  minutes 
to  work  on  it. 

There  will  be  some  of  these  that  you  do  not  know.  Don't  worry  if  you 
don't  know  them  all.  Nobody  will.  Just  do  as  many  as  you  can  and 
try  to  do  your  best.  Remember,  to  get  the  right  answer,  you  do  not 
have  to  know  whether  the  underlined  words  are  an  idiom,  a metaphor. 
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a simile,  exaggeration,  or  personification.  All  you  have  to  do  is 
choose  the  correct  meaning. 

Step  5 

¥ 

Now  turn  to  the  first  page  of  the  test.  Once  you  start  this  test, 
keep  working  until  you  are  through:  go  on  from  page  to  page  whenever 

you  are  ready.  Look  at  the  underlined  words  in  the  sentence  at  the 
top  of  each  question.  Then  put  an  1C  in  front  of  the  phrase  below 
which  tells  in  other  words  what  the  underlined  words  at  the  top  mean. 
Ready.  EaKin, 

— Ill  ■ I,...  • 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  tove  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.)  . 


END  OF  NOTE  TO  TEACHER 


TESTS;  #19  Figurative  language 


mi 


IName 


Grade 


Teacher 


School 


Test  #19 

FIGURATIVE  LANGUAGE 
Directions 

In  this  testy  some  words  are  underlined  in  each  sentence.  These 
words  sometimes  have  special  meanings.  They  are  idioms,  similes, 
metaphors,  or  exanqtles  of  exaggeration  or  personification.  You  are 
to  select  the  phrase  below  each  sentence  which  tells  in  other  words 
what  the  underlined  words  in  the  sentence  at  the  top  mean. 

You  do.  not  have  to  know  whether  the  underlined  words  are  idioms, 
similes,  metaphors,  exaggeration,  or  personification.  All  you  need 
to  do  is  to  choose  the  phrase  that  tells  in  other  words  what  the 

underlined  words  in  the  sentence  mean. 

Look  at  the  example  below  and  listen  carefully  to  the  directions. 


GO  ON  TO  THE  NEXT  PAGE 


mi 


Example 


A.  Roberta  saw  red  when  Billy  broke  her  bike. 

90  " i ' 

1. 

saw  everything  turning  red. 

2. 

got  very  mad 

B.  Ann  was 

a picture  of  loveliness  In  her  new  dress. 

was  very  pretty 

2. 

had  her  picture  taken 

I 

I ‘ 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 
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1.  Tht  growing  boy  t«ti  like  « horgji* 

«iti  corn  and  applet 
aatt  vary  ituch 

2.  He  wat  like  a lion  when  hi#  car  wouldn’t  atart. 

loud  and  angry 
making  roaring  nolaea 

3.  Hit  hair  looka  like  gold. 

.,  bright 

yellow 

b.  A good  dancer  la  like  £ snowflake. 
very  light 
very  small 

5*  I ®“  happy  as  a lark. 

___  very  happy 

happy  as  a bird 

6.  The  colors  in  the  picture  were  as  bright  as  the  sun. 

too  strong  to  look  at  long 
very  light  and  colorful 

7.  He  moves  like  a turtle. 

very  slowly 
very  carefully 

8.  He  walked  to  the  door  as  quiet  as  b mouse. 

with  small  steps 
very  quietly 


GO  ON  TO  THE  NEXT  PAGE. 
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9*  ”I  got  th«  niw  car  for  a tons.”  Mr.  Laa  tald  happily, 
for  writing  a aong 
for  vary  little  noney 
10.  Timmy  gets  angry j^t  the  drop  of  a_ 

for  vary  little  reason 

when  hla  hat  falls 

11*  **Hold  your  horses.  Sam.  The  T.V.  show  will  not  be  on 
until  six  o'clock, ” said  Father. 

Keep  the  horses  still 

Do  not  be  in  a hurry 

12.  Mary  wanted  to  tell  about  her  prise,  but  she  did  not  want,. 

toot  her  own  horn. 

say  good  things  about  herself 
blow  her  new  horn 

13.  Jane  wants  to  save  her  money  for  a rainy  djy. 

___  until  It  rains 

until  she  needs  It 

14.  Joe  laughed  at  Bob.  "Hr.  Jones  sure  fired  your  wagon 
for  playing  that  trick." 

made  your  wagon  ready  to  go 

made  you  sorry 

15.  Our  boys  took  the  lead  in  the  ball  game  with  Mr.  Smith's 
boys, 

got  In  front 
got  more  points 


GO  ON  TO  THE  NEXT  PAGE. 
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16.  Paul  needtd  sooethlng  to  help  break  ^ j£*  uhen  the  party 

make  amaller  plecea  of  Ice  for  drinks 
make  everyone  feel  good  and  friendly 

17.  »Sam,”  said  Mrs,  Jones.  ’'People  to  ^ next  town  can  hear 
you  talking." 

mmmmmrn  mmtmmrnmmimmmtmm 

"You  are  talking  by  telephone  to  people  to  the  next 
tovn. " 

____  "You  are  talking  very  loudly." 

18.  Little  Bill  said,  "I  had  to  run  two  miles  an  hour  to  get 
to  school," 

very  fast 

two  miles  to  one  hour 

19.  His  phone  rings  all  day  long. 

rings  very  often 
never  stops  ringing 

20.  My  little  brother  to,  the  best  ballplayer  around. 

plays  better  than  everyone  else 
plays  very  well 

21.  The  second  grade  boy  said,  "A  ten- ton  truck  won't  hold 
all  my  school  books . " 

"I  have  more  than  a truck  full  of  school  books," 

"I  own  a lot  of  schoolbooks," 

22.  Bill  would  fall  over  £ pin  if  it  got  to  his  way. 

easily 

over  any  very  small  thing 


GO  ON  TO  THE  NEXT  PAGE. 
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23.  Ue  ran  faster  than  the  wind. 

ahead  of  the  wind 
very  fast 

24.  It  takes  the  bus  a week  to  get  around  the  block. 
a long  time 

seven  days 

25.  The  winds  roared  angrily  around  the  house. 
blew  very  hard 

made  mad  sounds 

26.  Winter’s  icy  breath  made  everyone  run  fast. 
ice  pack 

______  cold  wind 

27 . The  small  river  sang  sweetly  to  the  tired  campers . 
was  singing  sweet  songs 

was  making  sweet  sounds 

28.  The  boys  saw  the  moon  smiling. 

saw  the  moon  when  it  was  happy 

saw  the  moon  when  it  was  full 

29.  The  wind  xdilspered  through  the  trees. 

made  soft  sounds 
said  quiet  words 

30.  The  flowers  danced  in  the  wind, 

moved  back  and  forth 

moved  in  time  xd.th  music 


GO  ON  TO  THE  NEXT  PAGE 
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31.  The  nountaln  and  the  aea  greeted  each  other  loudly,. 
talked  loudly  when  they  met 

made  loud  noises  when  they  met 

32.  The  knife  whistled  through  the  air. 

went  through  the  air  fast 
made  a song  in  the  air 

33.  The  clouds  were  a blanket  over  the  city. 

the  city  warm 
covered  the  city 

34.  The  lion  Ijg.  the  king  of  the  jungle. 

makes  the  other  animals  afraid 
makes  the  other  animals  obey 

35.  He  was  a mule  when  he  was  mad. 

gray  and  strong 

hard  to  move 

36.  Her  hair  is  cotton  candy. 

light  and  sticky 

soft  and  fluffy 

37.  Bill  was  a fox  when  he  was  in  the  woods. 

was  full  of  tricks 

was  hunting  rabbits 

38.  The  stars  were  pin  holes  in  the  sky. 

little  dots 

little  openings 


GO  ON  TO  THE  NEXT  PAGE. 
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39*  His  face  vai  an  open  book, 

told  a funny  story 
told  whist  he  was  thinking 
40.  Dick  listened  with  the  ears  of  an  elephant. 

to  hear  everything 
to  sounds  In  the  forest 


APPENDIX  N 


SPECIMEN  TESTS  AND  CGNTENE  DESCRIPTIONS 
PROCESSES  TESTS 

IP, I Word  Grouping  Test 
IP. 2 Word  Number  Test 
IP. 3 Word  Meaning  Test 
IP. 4 Number  Series  Test 
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Content  Description;  IP#1>  Word  Grouping 

T<^st  !toe;  IP.l  Word  Grouping  Test 

Lebel  for  Skill:  Conceptualization 

Definition  of  Skill:  Ability  to  identify  concepts,  to  group 

words  on  the  bases  of  comoon  attributes 


Possible  Score: 


25 
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Directions  For  Exminer 


IP.l  Word  Grouping  Test 


Step  J. 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  identifying 
information  — name,  etc.  — on  the  cover  sheet.  When  this  is  com- 
pleted, start  the  tape  recorder.) 


END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  will  work  with  groups  of  words,  took  at  the  example 
below  and  listen  carefully  to  the  directions. 

Example 


Row  A: 

red 

blue 

(heavy) 

green 

Row  B: 

grape 

(carrot) 

apple 

orange 

In  the  first  row,  three  of  the  words  are  alike  in  some  way  and  one  is 
different.  Look  at  each  word  as  I read  it  aloud.  Which  word  is  dif" 
ferent?  The  word  heavy  is  different.  Red,  a^^d  blue  are  all 

names  of  colors  but  heavy  is  not  a color.  Draw  a circle  around  the 
word  that  is  different  from  the  rest  of  the  group,  heavy.  (Pause) 

Look  at  the  words  in  the  second  row  as  I read  them  aloud.  Draw  a 
circle  around  the  word  that  is  different.  (Pause)  Which  word  is 
different?  The  word  carrot  is  different  because  the  other  words  are 
all  names  of  fruits  but  a carrot  Is  not  a fruit.  You  should  have  drawn 
a circle  around  the  word,  carrot. 
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BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  ItCTis  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded.  When  questions  are  answered,  turn  on  the  tape 
recorder  to  finish  the  instructions.  You  have  a short  pause  of  about 
B-IO  seconds  on  the  tape.) 

END  NOTE  TO  TEACHER 


This  test  is  made  of  several  rows  of  words.  1*11  read  the  words  to 
you.  In  each  row,  your  job  is  to  draw  a circle  around  the  word  that  is 

different  from  the  rest  of  the  group. 

Work  quickly.  Do  not  worry  if  you  can't  find  the  right  answer  in 
every  row.  Probably  no  one  can  get  them  all  right. 

Step  3^ 

Never  turn  a page  until  1 tell  you  to  do  so.  And,  each  time  you  do 
turn  a page,  turn  it  under  your  book.  Only  the  page  you  are  working 
on  should  show.  Your  teacher  will  show  you  how  to  do  this.  (Pause) 

Step  4 

Let's  do  the  test.  Turn  the  cover  page  and  fold  it  under  your  test 
book. 

Is  everyone  ready?  Row  1: 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NOTE  TO  TEACHER 
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Name  

Teacher  School  


IP.l 

WORD  (SROUPING  TEST 
Directions 

In  this  test,  you  will  work  with  groups  of  words.  Look  at 
the  sample  below  and  listen  to  the  directions. 

Example 

Row  As  red  blue  heavy  green 

RowB:  grape  carrot  apple  orange 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 
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!•  cow  dog 

2.  trip  train 

3.  dollar  penny 

4.  run  walk 

5.  mother  sister 

6m  l«ap  lantern 

7.  small  kind 

8.  chair  bed 

9.  night  week 

10.  hear  sing 

11.  count  weight 

12.  heart  ear 

13.  lake 


cat 

hat 

bus 

car 

dipe 

money 

ait 

skip 

uncle 

brother 

candle 

moon 

good 

happy 

table 

floor 

morning 

afternoon 

speak 

whistle 

measure 

guess 

arm 

nose 

street 


valley 


river 
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14, 

empty 

box 

hard 

soft 

15. 

nolee 

sound 

hear 

eye 

16. 

crack 

mend 

break 

rip 

IT. 

throw 

toss 

catch 

pitch 

18. 

spill 

drip 

leak 

pour 

19. 

alone 

only 

both 

single 

20. 

nails 

hammer 

rake 

hoe' 

21, 

puppy 

hen 

chick 

kitten 

22. 

over 

again 

start 

repeat 

23. 

find 

hunt 

look 

seek 

24. 

paste 

sew 

cut 

build 

25. 

pen 

bow 

arrow 

pencil 

TESTS;  IP.  2 Word  Number ,.,,,^2.51 

Content  Description;  1P>2,  Word  Number 

IP*  2 Word  Nonaber  Test 
Associative  Memory 

Ability  to  form  and  remeniber  arbitrary 
associations  between  sets  of  discrete 
stimuli  and  responses 

20 


1.  Test  Name; 

label  for  Skill: 
Definition  of  Skill: 

Possible  Score: 
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IP. 2 Word  Number  Test 

Step  1 

BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils, 
information  — name,  etc,  --on  the 
pleted,  start  the  tape  recorder.) 

Have  them  fill  in  the  identifying 
cover  sheet.  When  this  is  com** 

END  NOTE  TO  TEACHER 

Step  2 

In  this  test,  you  will  work  with  pairs  of  words  and  numbers.  Look  at 
the  words  and  numbers  below  and  listen  to  the  directions. 

Example 

STUDY  LIST 

WORD 

NUMBER 

1. 

chain 

81 

2. 

carrot 

72 

3. 

shoe 

37 

4. 

garage 

23 

5. 

map 

49 

6. 

telephone 

95 

7. 

baseball 

16 

8. 

horse 

64 

9. 

fireman 

58 

10. 

airplane 

53 

TESTS!  IP- 2 Word  Number 
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Look  at  the  STW)Y  LIST  of  vord -number  pairs.  These  are  the  wrds  and 
numbers  which  go  together  to  make  a pair;  chain  goes  with  ^5 
goes  with  72;  and  so  on. 

Now  look  on  the  next  page.  (Pupilts  test  contains  separate  page.) 

This  is  a part  of  a TEST  LIST.  See  the  column  of  words.  The  nui^ers 
which  go  with  the  words  to  make  word-number  pairs  are  missing.  Also, 
the  word-number  pairs  are  in  mixed-up  order. 

Your  job  is  to  learn  words  and  ntimbers  which  go  together  to  make  a 
pair.  You  do  this  by  reading  a STUDY  LIST.  Then,  you  will  write  the 
missing  numbers  in  a TEST  LIST  to  see  how  many  word-number  pairs  you 
have  learned. 

Let's  do  the  examp*le.  Turn  back  to  page  1 and  we'll  read  through  the 
STUDY  LIST  together;  ready:  chain.  SI;  carrot,  72;  |7;  (re^^g 

continued  to  end  of  list.)  Now,  turn  to  page  2 and  let  s do  the  TEST 
LIST.  After  I read  each  word  aloud,  write  the  missing  number. 


1.  garage 

(23) 

2.  baseball 

3.  map 

(49), 

4.  carrot 

(72) 

That's  all  of  the  TEST  LIST  we'll  do  for  an  example.  When  you  begin 
the  test,  you'll  have  the  whole  list  of  pairs.  Now,  let's  check  what 
you  have  done*  garage.  23;  baseball.  jy6;  map,  carrot,  72. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  <fhat  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded.  When  questions  are  answered,  turn  on  the  tape 
recorder  to  finish  the  instructions.  You  have  a short  pause  of  about 
8-10  seconds  on  the  tape.) 

Eia>  NOTE  TO  TEACHER 
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When  you  begin  the  test,  you  will  see  e STUDY  LIST  first.  We  will 
read  the  STUDY  LIST  together  £520  times.  As  each  word-number  pair  is 
read  aloud,  you  read  it  silently.  Then,  we  will  do  the  TEST  LIST. 

On  the  TEST  LIST,  after  each  word  is  read  aloud,  you  write  the  number 
which  goes  with  the  word  to  make  a word-number  pair. 

One  thing  to  remember.  In  the  study  lists  and  the  test  lists,  the  same 
words  and  numbers  always  go  together  to  make  a pair;  but,  the  lists 
will  be  in  mixed-up  order  each  time.  Do  not  try  to  learn  Just  a list 
of  numbers  because  you  can't  get  the  right  answers  that  way.  You  have 
to  learn,  which  words  and  numbers  go  together  to  make  a pair. 

There  are  two  parts  to  this  test.  Part  I has  a STUDY  LIST  and  a TEST 
LIST.  So  does  Part  II.  After  we  do  Part  I,  we  will  rest;  then  we  will 
do  Part  II.  You  probably  cannot  learn  all  of  the  word-number  pairs. 

The  list  is  too  long  for  that  in  the  time  we  have  to  study.  But,  learn 
as  many  word-number  pairs  as  you  can.  Work  carefully  and  as  fast  as 
you  can. 

Step  3 

One  more  thing.  Never  turn  a page  until  I tell  you  to  do  so.  And, 
each  time  you  turn  a page,  fold  it  under  your  book.  Only  the  page* 
you  are  working  on  should  show.  Never  have  the  back  of  any  page 
showing.  Your  teacher  will  show  you  how  to  do  this.  (Pause) 

Step  4 

Turn  to  the  page  that  says  STUDY  LIST-1.  Fold  under  your  book  the 
page  that  you  wrote  your  name  cn,  the  sample  TEST  LIST,  and  the  page 
that  says  Part  I.  Read  silently  with  me  while  1 read  the  word-number 
pairs  aloud.  We'll  read  the  list  two  times.  (STUDY  LIST-1  read  two 
times.  1 

Step  5 


Turn  to  the  next  page,  TEST  LlST-1.  Fold  STUDY  LIST-1  under  your  book. 
I'll  read  each  word,  you  write  the  number  which  goes  with  it.  Ready? 

(Read  TEST  LIST-1)  garage ; locket ; etc.  (After  TEST 

LIST-1  is  read,  the  pupils  turn  the  page.  They  are  allowed  thirty 
seconds  rest.) 

Put  down  yotxr  pencils  and  turn  the  page  in  your  book. 

Step  j6 

(The  procedures  in  Steps  4 and  5 are  repeated  for  STUDY  LIST- 2 and  TEST 
LIST-2,  respectively.) 
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BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point*  Tou  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


ECS)  NOTE  TO  TEACHER 


TESTS;  IP. 2.  W.ord  Numbisr. 
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Name  • Grade 

Teacher School 


ip.a 

WORD  NUMBER  TEST 
Directions 

In  this  test,  you  will  work  with  pairs  of  words  and 
numbers.  Look  at  the  words  and  numbers  below  and  listen 
carefully  to  the  directions. 

Example 


STUDY  LIST 


WORD 

NUMBER 

WORD 

NUMBER 

1. 

chain 

81 

6. 

telephone 

95 

2. 

carrot 

72 

7. 

baseball 

16 

3. 

shoe 

37 

8. 

horse 

64 

4. 

garage 

23 

9. 

fireman 

58 

5. 

map 

49 

10. 

airplane 

53 

TURN  TO  THE  NEXT  PAGE 
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TEST  LIST 
WOBD  NUMBER 

1.  garage  

2.  baseball 

3.  map  

carrot  ,««_ 


o 

ERIC 
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mk 
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WOBD  NUMBER  TEST 

STUDY  LIST  - 1 
WORD  NUMBER 

1.  map 

2.  fireman  58  ■_ 

3*  carrot  72 

4,  horse 

5,  shoe  37__ 

6,  chain  8i— 

7,  telephone  95__ 

8,  airplane  53 

9*  baseball  16__ 

10.  garage  -23__ 
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TEST  LIST  - I 
WORD  NUMBER 

1.  garage  

2.  horse 

3.  airplane 

4.  map  

5.  carrot 

6.  baseball 
f,  telephone 
B,  fireman 
9,  shoe 

10.  chain  


TgSTS;  1P.2 _WQrd_Nuiribet 


mi 


PART  XI 


I 


|( 
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WORD  NIHBER  TEST 


STUDY  LIST  - 2 


WORD 

NUMBER 

baseball 

l6 

2,  airplane 

,..■53,- 

3.  shoe 

-M- 

km  map 

-19-. 

5,  horse 

6.  telephone 

95 

Jm  chain 

81 

8,  garage 

23 

9,  carrot 

72 

10,  fireman 

-J58- 

TESTS:  IP. 2 Word  Number 


WORD  NIMBER  TEST 

TEST  LIST  - a 
WORD  NUMBER 

1,  fireman  

2,  carrot  

3,  horse  

4,  shoe  

5,  chain  - 

6,  baseball  ««««««. 

7,  oarage  .. 

map  ■ 

9,  airplane 


10.  telephone 
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Content  Description;  1P»3,  Word  Meaning 


U 


Test  Kame;  IP.3  Word  Mfeanlng  Test 

Ubel  for  Skill;  Grasping  Verbal  Meaning 

Definition  of  Skill:  Ability  to  understand  ideas  when  they  are 

expressed  in  words,  that  is,  verbal 
vocabulary 


Possible  Score:  30 


o 

ERIC 
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Directions  For  Examiner 


IP,  3 Word  Meaning  Test 


Step  1 


BEGIN  NOTE  TO  TEACHER 

(Distribute  test  booklets  to  pupils*  Have  them  fill  In  the  Identifying 
Information  — name,  etc,  — on  the  cover  sheet.  When  this  Is  com- 
pleted, start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  will  work  with  word  meanings,  book  at  the  example 
below  and  listen  to  the  directions. 

Example 


Row  A: 

BIG 

fair 

windy 

soft 

(large) 

Row  B: 

SHUT 

wonder 

(close) 

wipe 

trade 

In  Row  A,  the  first  word  is  BIG.  See,  it  is  written  in  capital  letters 
and  underlined.  The  other  words  in  the  row  are  — fair,  windy,  aoft, 
and  large.  Which  one  of  these  words  means  the  same  as  BIG?  The  word 
that  means  the  same  as  BIG  is  large.  Draw  a circle  around  the  word 
large.  It  is  the  right  answer  because  it  means  the  same  as  BIG. 

Look  at  the  words  in  Row  B,  The  first  word  is  SHOT.  See  it  is  written 
in  capital  letters  and  underlined.  The  other  four  words  are  — woi^er, 
close  (cl5z),  wipe,  ^:rade.  Draw  a circle  around  the  word  that  means 
the  same  as  SHUT.  (Pause)  You  should  have  circled  close  (clgz)  be- 
cause close  means  the  same 


as  SHUT. 
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BEGIN  NOTE  TO  TEACHER 


(Stop  the  tape  recorder  at  this  point.  Then  say;) 

Don’t  look  at  the  test  items  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask;) 


►o  you  understand  how  you  are  to  write  your  answers? 


(Answer  any  questions  the  pupils  ask  about  ta^^recorder 

to  be  recorded.  When  questions  are  answered,  turn 

to  finish  the  instructions.  You  have  a short  pause  of  about  8-10 

seconds  on  the  tape.) 


EID  NOTE  TO  TEACHER 


The  test  is  made  up  of  several  rows  of  words.  1*11 

you.  In  each  row,  your  job  is  to  draw  a circle  aroun  e 

means  the  same  as  the  first  word  in  the  row,  the  word  that  is  in 

capitals  and  underlined. 

Work  quickly.  Do  not  worry  if  you  can’t  fi^  the  right  answer  in 
every  row.  Probably  no  one  can  get  them  all  right. 

Step  3 

Never  turn  a page  until  I tell  you  to  do  so.  And,  each  time  y°"  ^o 
turn  a page,  turn  it  under  your  book.  Only  the  you  are  worki^ 

on  should  show.  Your  teacher  will  show  you  how  to  do  this.  (P  ) 


Step  4 

mmmmmmmrnm  mmm 

Let's  do  the  test.  Turn  the  cover  page  and  fold  it  under  your  test 
book. 

Is  everyone  ready?  Row  1 ; • • • . 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds  space 
on  the  tape  before  the  next  set  of  dirsctions  begins.) 

END  NOTE  TO  TEACHER 
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Name_ 


Grade 


Teacher 


School 


IP.  3 


WORD  miUraC  TEST 
Directions 

In  this  test,  you  will  work  with  word  meanings.  Look  at 
the  example  below  and  listen  carefully  to  the  directions. 


Example 


Row  A 
Row  B 


BIG 

SHUT 


fair 

wonder 


windy 

close 


soft  large 

wipe  trade 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 
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1.  GIFT 

cart 

corner 

trick 

present 

2.  FAIR 

couple 

trunk 

doctor 

back 

3.  ABOVE 

from 

over 

with 

into 

4.  BATTIE 

fight 

listen 

believe 

write 

5.  TALL 

true 

rainy 

hard 

high 

6.  PROPER 

right 

alive 

blind 

false 

7.  MODERN 

bare 

ripe 

new 

far 

8.  SELECT 

quit 

choose 

paint 

hit 

9.  RAPID 

sour 

smooth 

loud 

quick 

10.  RELIEF 

a « ' » 

cabinet 

help 

handle 

farm 

11.  ENTIRE 

happy 

early 

whole 

new 

12.  PAGE 

barrel 

step 

name 

poison 

13.  LOCATION 

simplify 

flower 

hatchet 

place 

14.  IDLE 

lazy 

easy 

glad 

raw 

15.  ATTEMPT 

drive 

follow 

try 

wrap 

ERIC 


PURCHASE 

run 

17.  INDICATE 

show 

Ifi.  ORIGINAL 

good 

IQ.  PERIL 

danger 

20.  MINGLE 

begin 

21.  remedy 

passenger 

22.  MOLEST 

harm 

2^.  NARRATE 

hate 

2lt.  PROHIBIT 

print 

pq.  SOLITARY 

young 

p6.  encounter 

burn 

27.  SEVER 

cut 

pa.  EXTERNAL 

several 

PQ.  MINIMtM 

alike 

^0.  ANCIENT 

alone 

turn 

swing 

buy 

spread 

erase 

sew 

first 

sorry 

wooden 

dinner 

table 

fountain 

hurry 

break 

mix 

delivery 

medicine 

music 

ride 

help 

climb 

decorate 

thank 

tell 

stop 

start 

patch 

loose 

lone 

dark 

dig 

meet 

build 

shout 

taste 

send 

tardy 

eaten 

outer 

least 

even 

middle 

old 

healthy 

near 
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Content  Deacrlption;  lP-4,  Number  Serlea 


1«  Test  Name; 

Label  for  Skill: 
Definition  of  Skill: 

IP. 4 Number  Series  Test 
Reasoning 

Abilities  involved  in  u^ing  induction  to  find 
general  rules  which  wi'll  fit  sets  of  data, 
that  is,  forming  and  fcrying-out  of  hjrpothesis 
about  relationships  among  items  in  a set 

Possible  Score: 


50 


Directions  For  Examiner 


IP.4  Ntmtber  Series  Test 


Step  1 


begin  note  to  teacher 

(Distribute  test  booklets  to  pupils.  Have  them  fill  in  the  iden^fying 
Information  — name,  etc.  — on  the  cover  sheet,  bnen  thxs  is  com 
pleted,  start  the  tape  recorder.) 

END  NOTE  TO  TEACHER 


Step  2 

In  this  test,  you  will  be  working  with  series  of 
been  arranged  according  to  a rule.  look  at  the  exampl 
listen  to  the  directions. 

Example 


1,  6 7 8 9 10  11  CU) — - 


2.  35  34  33  32  31  30  .,.(1.^ 


Look  at  the  series  of  numbers  in  the  first  row  of  the  sample.  Six 
numbers  in  the  series  are  given  to  you;  the  blank  spaces  mean  that 
two  numbers  in  the  series  are  missing.  The  numbers  you 
related  in  a certain  way  according  to  a rule.  Your  job  t g 
out  the  rule  which  shows  how  these  numbers  are  related.  Then,  you 
are  to  use  the  rule  to  find  the  next  two  numbers  in  the  series,  the 
missing  numbers.  You  will  write  the  missing  numbers  in  the  blanK 

spaces. 

In  the  first  row,  the  numbers  are  related  according 

the  numbers  increase  by  one;  each  number  is  oae  kE|  ,i  ■ ^Lt 

which  comes  before  it.  Look  at  the  series;  6 7 8 ® 

are  the  next  two  numbers?  That’ s right  --  12  and  13;  11  + 1 12. 

and  12  + 1 - 13,  Put  these  numbers  in  the  blank  spaces 
row  1.  (Pause)  Tou  do  the  next  row.  Pind  the  rule  that  tells  how  the 
numbers  are  related;  then,  use  the  rule  to  write  the  missing  numbers. 
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Put  these  numbers  in  the  blank  spaces  at  the  end  of  row  2.  (Pause) 

Now  let's  check  your  answers.  The  rule  is  that  each  number  is  one 
less  than  the  number  which  comes  before  it.  And  so,  the  right  answers 
are  29  and  28. 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  Then  say:) 

Don't  look  at  the  test  it^s  until  you  are  told  to  do  so. 

(Now  check  to  see  if  the  pupils  know  what  to  do,  how  to  mark  the 
answers,  etc.  Then  ask:) 

Do  you  understand  how  you  are  to  write  your  answers? 

(Answer  any  questions  the  pupils  ask  about  how  their  test  answers 
are  to  be  recorded.  When  questions  are  answered,  turn  on  the  tape 
recorder  to  finish  the  instructions.  You  have  a short  pause  of  about 
8-*  10  seconds  on  the  tape.) 

END  NOTE  TO  TEACHER 


The.  test  is  made  up  of  several  series  of  numbers.  A new  series 
appears  in  each  row;  and  so,  a different  rule  is  needed  for  each  row. 

Do  not  cry  to  use  on  a new  row  a rule  you  have  used  before.  It  will 
not  work.  For  each  row,  figure  out  the  new  rule;  then  write  the 
missing  numbers.  If  you  can't  figure  out  the  rule  for  a row,  go  on 
to  the  next  row.  Do  the  best  you  can  with  each  row,  but  move  on  quick- 
ly if  you  can't  find  the  rule.  In  other  rows,  there  will  be  rules 
which  you  can  find. 

There  are  two  parts  to  the  test.  We  will  rest  briefly  between  Parts 
I and  II.  You  will  have  four  minutes  for  each  part.  You  probably 
won't  be  able  to  finish  either  part.  There  is  more  here  than  anyone 
can  do  in  four  minutes.  But  do  as  many  as  you  can.  Work  carefully 
and  work  as  fast  as  you  can. 

Step  3 

One  more  thing.  Do  not  turn  the  page  after  Part  1 is  finished.  And, 
each  time  you  turn  a page,  fold  it  under  your  book.  Only  the  page 
you  are  working  on  should  show.  Never  have  the  back  of  any  page 
shcjwlng.  Your  teacher  will  show  you  how  to  do  this.  (Pause) 
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Stg£  4 

Let’s  do  Part  I of  the  test.  You  have  four  (4)  minutes  to  find  and 
use  as  many  rules  as  you  can.  Remember,  work  fast  and  work  accurately* 
Fold  under  your  book  the  page  you  wrote  your  name  on  and  the  page 
that  says  Part  I. 

Is  everyone  ready? 

Begin* 


Step  5^ 

(After  four  (4)  minutes:)  Stop.  Put  your  pencils  down,  turn  to  the 
next  page,  and  rest. 

Step  6 

(After  30  seconds  rest.  Part  II  is  done.  The  directions  and  proce- 
dures in  Step  4 and  Step  5 are  repeated  with  appropriate  modifications 

for  Part  II.) 


BEGIN  NOTE  TO  TEACHER 

(Stop  the  tape  recorder  at  this  point.  You  have  10  to  20  seconds 
space  on  the  tape  before  the  next  set  of  directions  begins.) 


END  NOTE  TO  TEACHER 
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TESTS!  IP.4  Mumber  Serle«  - 

Name  Grade 

Teacher  S chool 


IM  . 

NUMBER  SERIES  TEST 
Directions 

In  this  test,^  you  will  work  with  series  of  numbers  which 
have  been  arranged  according  to  a rule*  Look  at  the  eKomple 
below  and  listen  to  the  directions* 

Example 

Row  1.  6 7 8 9 10  11  

Row  2.  35  3h  33  32  31.  30  _ 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO* 


•• 


IP>4 


Nug^er_^_erie8 


im 


FART  1 


DO  HOT  TURN  THE  PAGE 
UNTIL  TOU)  TO  DO  SO. 
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NOIBER  SERIES  TEST 


If 

6 

7 

8 

‘9 

10 

11 

2. 

35 

34 

33 

32 

31 

30 

3. 

4o 

45 

50 

55 

60 

65 

K 

5 

5 

6 

6 

7 

7 

5. 

22 

24 

26 

28 

30 

32 

6. 

65 

6o 

55 

50 

45 

40 

7. 

37 

47 

57 

67 

77 

87 

8. 

18 

21 

24 

27 

30 

33 

9. 

48 

46 

44 

42 

40 

38 

10. 

34 

45 

56 

67 

78 

89 

11. 

8 

8 

6 

6 

4 

4 

12. 

3 

7 

11 

15 

19 

23 

13. 

9 

1 

7 

1 

5 

1 

14. 

25 

25 

21 

21 

17 

17 

15. 

4 

5 

8 

9 

12 

13 

16. 

21 

18 

16 

13 

11 

8 

IT. 

1 

2 

4 

8 

16 

32 

18. 

3 

4 

6 

9 

13 

18 

19. 

12 

14 

13 

15 

14 

16 

GO  (»I  TO  THE  NEXT  FACE 
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NUMBER  SERIES  TEST 


20. 

25 

24 

22 

21 

19 

18 

21. 

16 

12 

15 

11 

14 

10 

22. 

15 

16 

14 

17 

13 

18 

23.  1 4 9 16  25  36 

24.  21  18  16  15  12  10 

25.  4 8 10  20  22  44 


STOP 

DO  NOT  TURN  THE  PAGE 
UNTIL  TOID  TO  DO  SO 
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PART  IX 


DO  NOT  TURN  THE  PAGE 
UNTIL  TOLD  TO  DO  SO. 


o 

ERIC 
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NUMBER  SERIES  !EEST 


1. 

6 

7 

8 

9 

10 

11 

2. 

35 

3‘^ 

33 

32 

31 

30 

3. 

40 

45 

50 

55 

60 

65 

4. 

5 

5 

6 

6 

7 

7 

5. 

22 

24 

26 

28 

30 

32 

6. 

65 

60 

55 

50 

45 

40 

7. 

37 

47 

57 

67 

77 

87 

8. 

18 

21 

24 

27 

30 

33 

9. 

48 

46 

44 

42 

40 

38 

10. 

34 

45 

56 

67 

78 

89 

11. 

8 

8 

6 

6 

4 

4 

12. 

3 

7 

11 

15 

19 

23 

13. 

9 

1 

7 

1 

5 

1 

14. 

25 

25 

21 

21 

17 

17 

• 

ITS 

4 

5 

8 

9 

12 

13 

X6. 

21 

18 

16 

13 

11 

8 

17. 

1 

2 

4 

8 

16 

32 

18. 

3 

4 

6 

9 

13 

18 

19. 

12 

14 

13 

15 

14 

16 

GO  ON  TO  THE  NEXT  PAGE 


i 


msmm 


. — : vmrn. 
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number  series  test 


o 

ERIC 


APFEl!a)lX  0 


GENERAL  TEST  ADMINISTRATION  PROCEDURES 


GENERAL  PROCEDURES 2 Tests  #1  #17 


mi 


General  Test  Admlntstration  Procedures 
Teats  #1  through  1^17 

Purposes  of  the  Tests 

Tests  #1  through  #17  will  be  administered  twice  in  the  fall 
and  again  in  the  spring*  The  purpose  of  the  tests  is  to  obtain  infor- 
mation about  how  pupils  grow  in  achievement  in  selected  aspects  of 
reading  over  a 7-month  instructional  peri^*  This  information  will  be 
used  to  provide  a partial  basis  for  developing  new  procedures  In  basal 
reading  instruction* 

Forty-one  basal  reading  skills  will  be  measured  by  the  17  tests* 
These  skills  are  listed  below* 

Phonetic  Analysis  Skills*  — The  nine  phonetic  analysis  skills  to 
be  measured  are  these:  associating  vowel  letters  and  sounds;  associa- 

ting consonant  letters  and  sounds;  associating  consonant  digraphs  and 
sounds;  associating  consonant  blends  and  sounds;  using  spelling 
patterns;  identifying  syllables-  in  orally  and  visually  presented  short 
words;  identifying  syllables  in  orally  and  visually  presented  long 
words;  identifying  syllables  in  visually  presented  short  words; 
identifying  syllables  in  visually  presented  long  words** 

Structural  Analysis  Skills*  — Seven  structural  analysis  skills 
will  be  assessed:  Identifying  components  of  Compounds;  identifying 

roots,  endings,  and  sufflsces;  identifying  roots  and  prefixes;  Identifying 
roots  and  multiple  affixes;  translating  contractions;  locating  roots  by 
using  root-change  rules;  changing  roots  by  using  root-change  rules* 

Dictionary  Skills*  — The  ten  dictionary  skills  to  be  assessed  arc 
the  following:  identifying  alphabetical  sequences  based  on  first 

letter;  identifying  alphabetical  sequences  based  on  third  letter; 
Identifying  alphabetical  sequences  based  on  first,  second,  or  third 
letter;  using  dictionary  guide  words;  finding  definitions  of  single 
entry  words;  finding  definitions  of  multiple  entry  words;  selecting 
definitions  of  single  entry  XTords;  selecting  definitions  of  multiple 
entry  words;  interpreting  singly  pronunciation*  symbols;  interpreting 
multiple  pronunciation  symbols* 
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Word  Functlona  Skills*  •••  Eight  Mtotd  functions  skills  will  he 
tested;  recognizing  functions  of  nouns;  recognizing  functions  of 
verbs;  recognizing  functions  of  adjectives;  recognizing  functions  of 
adverbs;  specifying  functions  of  nouns;  specifying  functions  of  verbs; 
specifying  functions  of  adjectives;  specifying  functions  of  adverbs. 

Comprehension  Skills.  — In  this  series,  seven  c<MS^rehension 
skills  will  be  tested:  Identifying  cause-effect  relationships  directly 

stated  in  sentences;  Identifying  main  ideas  directly  stated  in  para- 
graphs; Identifying  main  ideas  directly  stated  in  stories;  identifying 
cause-effect  relationships  implied  in  sentences;  identifying  main 
Ideas  implied  in  paragraphs;  Identifying  main  Ideas  implied  in  stories; 
identifying  details  In  stories. 

Nature  of  the  .Tests 

Seventeen  tests  will  be  used  to  measure  these  41  basal  reading 
skills.  In  addition,  skill  in  Identifying  words  at  sight  will  be 
measured  in  the  sight  vocabulary  test;  this  test  will  be  administered 
to  pupils  at  the  same  time  project  assistants  administer  the  Stanford- 
Blnet  test.  Tests  to  measure  figurative  language  and  critical  reading 
will  be  administered  later.  The  administering  of  this  series  of  tests 
will  need  to  be  spaced  over  a period  of  sefveral  days.  The  test  adminis- 
tration schedule  is  presented  in  Figure  1 (Figure  A2  in  the  final  report)  • 
Each  test  in  this  series  was  designed  to  cover  reading  instruc- 
tional levels  primer  through  6;  that  is,  the  material  becomes  more 
difficult  as  one  progresses  through  the  test.  All  of  the  tests  in 
this  series  are  based  on  materials  found  in  the  Scott,  Foresman  New 
Basic  Eoadoca  aeries;  this  series  will  be  used  in  the  project  to  teach 
pupils.  The  vocabulary  used  in  the  tests  has  been  controlled,  insofar 
as  it  is  possible,  to  conform  to  the  vocabulary  found  at  each  grade 
level  in  this  basal  reading  series.  These  instruments  have  been  pilot- 
tested,  evaluated,  and  revised  for  use  with  the  project  classes. 
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In  order  to  try  to  hold  test  directions  constant  among  classes 
and  to  lessen  t^ie  burden  o£  test  administration  for  teachers » all  of 
the  test  administration  directions  have  been  put  on  tape* 

Test  Administration  Procedures 

Listed  below  is  information  concerning  some  of  the  test  admini- 
stration, procedures. ‘^4)ich  need  to  be  follovred* 

Timing.  — All  of  the  tests  are  timed  tests;  however,  the  time 
allotments  are  generous  enough  to  provide  a measure  of  power  rather 
than  speed  on  the  parts  of  pupils*  The  basis  for  establishing  the 
time  limits  for  each  test  was  information  obtained  from  pilot  testing* 
The  amount  of  time  which  will  be  required  for  pupils  to  finish  a test 
will  vary  from  grade  level  to  grade  level*  For  exasq»le,  some  pupils 
at  reading  instructional  level  2 may  be  able  to  do  only  a few  of  the 
test  items  on  any  test;  pupils  at  reading  instructional  level  5 will 
try  all  of  the  items.  In  some  classes  of  younger  pupils,  all  of  the 
children  may  finish  all  they  are  able  to  do  before  the  allotted  time 
is  up*  In  these  cases,  take  up  the  tests  of  the  whole  class*  Do  not 
take  tests  one  at  a time  as  the  children  finish*  This  could  affect 
motivation  differentially* 

It  is  Important  to  watch  for  signs  of  anxiety/  or  frustration  on 
the  part  of  pupils  when  they  are  no  longer  able  ^^o  complete  items* 
Figure  1 contains  time  allotments  for  each  test*  To  insure  accurate 
timing  in  test  administration,  each  teacher  should  use  a clock  or  a 
watch  with  a second  hand*  A stopwatdi  Is  not  necessary*  Start 
timing  when  children  turn  their  pages  and  begin  working  on  the  first 
test  item* 

Directions*  Directions  for  administering  the  tests  have  been 
placed  on  audio  tape  for  your  use*  The  directions  for  all  17 
tests  have  been  recorded  on  the  same  reel,  though  you  will  administer 
the  tests  in  five  different  sessions*  This  will  mean  that  you  will 
use  the  same  reel  of  tape  for  each  of  yo\ir  testing  sessions,  thus 
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Figuire  A2  — TEST  ADi^lINISTRATXON  SCHEDUI£i 
TESTS  #1  THROUGH  #17 

(Figure  1 iu  nuterlals  used  with  teachers) 


Teat  # 


Test  name 

Test* 

Time 

Reading  instrtictional 
levels  to  receive  test 

Adding  Endings 

Meaning  of  Contractions 

Finding  Roots  In  Confounds 

Finding  Roots  in  Inflected 
and  Uerlved  Forms 

5 min 
2 min 
1 min 

6 min 

t 

2-  through  6 
Primer  through  6 
Primer  through  6 

2^  through  6 

Alphabetising  Words 

4 min 

2^  through  6 

m 

Dictionary  Guide  Words 

6 min 

2**  through  6 

Finding  Definitions 

7 min 

2—  through  6 

Selecting  Definitions 

7 min 

il* 

2~  through  6 

1 

2 

3 

4 


to 

0) 

to 


5 

6 

7 

8 


(T> 


to 

M 

0) 

CO 


9 Fronunclation  Symbols 

10  Phonics  Sounds 

11  Phonics  Principles 


4 min 

ITfCK 


7r  through  6 
Primer  through  6 
through  6 


<u 

to 


12 

13 

14 

15 


Finding  Syllable8-**Vl8ual 

6 min 

2~  through  6 
*1 

Finding  Syllables**~Audltory 

Wifw 

2-  through  6 

Word  Group*~Xdentiflcation 

9 min 

Primer  through  6 

Word  Group*- Anticipation 

9 min 

Primer  through  6 

m 

y 

CO 

CO 

0) 

CO 


16  Sentence  Meaning 

17  Paragraph  Meaning 


12  min 
3 ’/story 


Primer  throu^  6 
Primer  through  6 


vlT 

Note  that  these  time  allotments  re£er  to  time  allocated  for  pupils' 
work  after  the  directions  are  conqpleted* 

Note  that  reading  instructional  level  refers  to  the  level  %diere  the 
pupils  are  placed  for  reading  Instruction;  it  does  not  refer  to  the 

pupils’  administrative  grade  placements 

On  these  tests,  time  was  controlled  by  the  presentation  of  material 
on  the  tape  recorder* 
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necessitating  your  running  forward  the  tape  to  the  appropriate  spot 
for  each  aucceaslve  testing  session* 

A typed  copy  of  administration  directions  for  each  test*  together 
with  a copy  of  the  pupil's  test,  has  been  included  in  your  set  of 
materials.  The  general  procedure  for  administering  each  test  is  as 
follows. 

1.  Distribute  tests  to  pupils,  and  in  tests  #7.  #8,  #9,  #14, 
and  #15,  the  accompanying  material  children  will  need. 

2.  Caution  children  not  to  turn  test  page.s  until  told  to  do  so. 

3.  Have  children  fill  in  identifying  data  on  the  test  (their 
names,  etc.L 

4.  Start  the  tape  for  the  major  part  of  t;he  test  directions. 

5.  Stop  the  tape  at  the  appropriate  spot  as  noted  in  the  direc- 
tions. You  will  have  approximately  ICi  seconds  blank  space 
on  tape.  This  permits  some  freedom  in  stopping  the  tape. 

6.  While  the  tape  is  stopped,  do  these  tHngs. 

a.  Tell  children  not  to  look  at  test  items  until  they  are 
told  to  do  so. 

b.  Check  to  see  if  children  have  recorded  their  answers  to 
the  example  correctly. 

c.  Ask  children  if  they  understand  hew  they  are  to  write 
or  mark  their  answers.  Give  help  on  recording  answers 
if  help  is  needed. 

7.  Start  tape  to  finish  instructions  on  test. 

8.  Stop  tape  at  end  of  directions.  (On  teats  #10,  #11,  and 
#13,  the  tape  goes  through  the  test  lt;ems  themselves.) 

The  above  is  the  general  format  for  each  test.  You  are  given 
about  10  to  20  seconds  blank  space  between  the  end  of  the  directions 
for  one  test  and  the  beginning  of  the  next.  This  means  that  you 
don't  have  to  be  exact  in  starting  and  stopping  the  tape.  Just  tell 
the  children  that  sometimes  it  may  be  a few  se<5onds  after  you  start 
the  tape  recorder  before  the  voice  begins.  You  should  also  be  sure 
that  the  recorder  has  warmed  up  for  about  .a  minute  and  that  the  sound 


level  is  adjueCed  before  beginning  the  first  test.  The  volane  of  the 
tape  recorder  should  be  set  high  enough  to  permit  all  children  taking 

the  test  to  heai?  the  voice  without  s train. 

Be  careful  not  to  push  the  recording  button  on  the  tape  recorder 

since  this  will  erase  the  directions  on  the  tape.  If  you  are  not 
familiar  with  the  recorder  you  are  to  use,  it  would  be  a good  idea 
to  practice  starting  and  stopping  the  machine  a few  times  before  using 
it  with  the  children.  Setting  the  volume  appropriately  is  also 
important.  You  should  determine  the  correct  setting  before  the  tape 
is  used  with  the  children.  If  the  volume  appears  too  high  »t  too 
low  during  the  testing,  adjust  it.  The  recording  is  at  about  the 

same  lev6X^  insofar  as  loudness  is  concerned. 

Giving  Information  Beyond  that  Contained  in  ^ directions.  — 

Since  these  tests  will  be  given  at  the  beginning  of  the  year,  and 
again  later  in  the  year,  it  must  be  understood  that  some  of  the  skills 
will  not  have  been  tauj^bt  at  the  time  pupils  will  be  taking  tlie  tests. 
The  directions  give  instructions  so  that  pupils  will  know  how  to  mark 
their  answers,  but  the  directions  deliberately.  ^ no£  proce 

the  test  is  measuring.  So  it  is  very  is^ortant  that  in  any  eacpla 
nation  to  pupils,  no  teaching  o^  the  process.  glySS*  eacample, 

if  a pupil  does  not  know  what  a “guide  word”  or  a “conqpound”  is,  the 
teacher  should  tell  him  something  like  this:  **We  have  not  studied 

this  yet;  just  try  to  figure  it  out  and  do  the  best  you  can.  If  you 
do  not  know  how,  do  not  worry  about  it.”  For  skills  which  have  not 
been  tau^t,  sero  or  extremely  low  scores  are  expected.  Also,  the 
new  Scott,  Foresman  materials  wo  are  using  have  been  changed  in  the 
grade  placement  of  several  skills,  so  do  not  be  concerned  if  pupils 
in  your  class  have  not  been  taught  these  skills  specifically.  Reassure 
pupils  that  no  one  is  expected  to  know  all  of  the  answers.  The  tests 

were  designed  to  obtain  a range  of  scores  oyeacjl  Si  & 

not  perfect  scores  M one  testing  session.  We  repeat:  Watch  the 
pupils  closely  for  signs  of  frustration  and  anxiety;  reassure  them 

iThen  necessary. 
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Giving  Help  with  Spelling^  Prontmcia_tion^  Readin&.  — Do  not 

give  help  with  spelling,  pronunciation,  and  reading. 

Scoring.  — Teachers  will  not  be  asked  to  score  any  tests. 

Return  of  Test  Materials 

AfCer  each  test  is  given,  place  all  copies  back  in  the  appropri- 
ate envelopes  one  for  each  pupil  in  the  room  and  all  unused  tests. 
When  all  tests  have  been  given,  check  to  see  that  all  copies  of  all 
of  the  test  materials  are  in  the  appropriate  envelope.  The  teste 
other  iTWt«rials  will  be  picked  up  at  a specified  time.  Also,  p.  sase 
reti’^m  your  set  of  test  administration  materials. 


Am 


GENERAL  PROCEDURES:  Teats  4^20,  anti  IlP.l  --  IP.4 


General  T?est  Administration  Procedures;  Figurative 
Language.  Critical  R<sadlng . and 
Intellectual  Processes  Tests 

Purposes  of  the  Tests 

The  general  purposes  of  the  figurative  language,  critical  reading, 
and  Intellectual  processes  tests  are  to  obtain  Information  about  the 
following.  The  figurative  language  and  critical  reading  tests  are 
being  used  to  e^amli^e  performance  of  pupils  on  selected  aspects  of 
reading  achievement  wtilch  were  not  assessed  In  Tests  through  #17. 

The  Intellectual  processes  tests  are  being  used  to  examine  the  role 
of  certain  specific  cognitive  operations  In  reading  achievement. 

Listed  below  are  the  aspects  of  behavior  being  assessed  and  the  names 
of  the  tests  used. 

A.  Figurative  Language  and  Critical  Reading 

1.  Ability  to  Interpret  figurative  language  — Figurative 
Language  Test 

2.  Ability  to  read  critically  Critical  Reading  Test 

B.  Intellectual  Processes  Tests 

1.  Conceptualisation  — Word  Grouping  Test 

2.  Associative  memory  — Word  Number  Test 

3.  Grasping  verbal  meaning  — Word  Meaning  Test 

4.  Reasoning  — Number  Series  Test 

Nature  of  the  Tests 

All  of  the  tests  referred  to  above  have  been  developed  for  specific 
purposes.  All  have  been  pilot  tested,  evaluated,  and  revised  for  use 
with  the  project  classes.  The  nature  of  the  tests  is  described  below. 
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The  figurative  language  test  encompasses  Idioms,  metaphors,  similes, 
and  cases  of  exaggeration  and  personification.  All  of  these  types  of 
figurative  language  are  taught  In  the  Scott,  Foresman  New  Basic  Readers 
series.  With  very  few  exceptions,  the  vocabulary  level  used  In  the 
test  has  been  kept  at  the  2^  level  or  below.  N.B. : The  pupils  do  not 

-have  knew  the  terms  (Idioms,  etc.)  ^ respond  accurately  to  the 
test. 

The  critical  reading  test  was  designed  to  assess  the  following: 
predicting  outcomes  and  actions,  discriminating  between  fact  and  fiction, 
and  discriminating  between  fact  and  opinion.  It  covers  reading 
Instructional  levels  Primer  through  6;  that  Is,  the  material  becomes 
more  difficult  as  one  progresses  through  the  test.  This  test  is  based 
on  materials  found  in  the  Scott,  Foresman  New  Basic  Readers  series. 

The  vocabulary  level  has  been  controlled,  insofar  as  possible,  to 
conform  to  the  vocabulary  found  at  each  grade  level  in  the  Scott, 
Foresman  series. 

The  processes  tests  were  based  on  the  material  presented  by 
French,  Ekstrom,  and  Price  in  their  work,  Manual  for  kit  of  reference 
tests  for  cognitive  factors. 

Scheduling  of  the  Tests 

This  series  of  tests  should  be  administered  in  three  sessions ^ 

The  test  administration  schedule  Is  presented  in  Figure  1 (Figure  A3 
in  final  report). 


Test  Administration  Procedures 

The  administration  procedures  listed  below  need  to  be  followed. 

Timing.  — Processes  tests:  The  processes  tests  require  extremely 

precise  timing  with  a stopwatch.  Therefore,  all  timing  of  these  tests 
is  done  on  the  tapes  in  conjunction  with  the  taped  directions.  Figura- 
tive language  and  critical  reading  tests:  These  tests  are  timed; 
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ho«rever,  the  time  allotments  are  go:ierou8  enough  to  provide  a measure 
of  power  rather  than  speed.  The  teacher  is  asked  to  time  these  tests. 

To  insure  accurate  timing,  the  teacher  should  use  a clock  or  watch  with 
a second  hand.  A stopwatch  is  not  necessary.  Specific  amounts  of  time 
to  allow  for  the  tests  are  stated  in  the  test  directions.  Start  t_tolng 
when  pupils  turn  their  pages  to  begin  work  on  the  first  test  item.  In 
some  classes  of  younger  pupils,  all  of  the  chlldk^ian  may  finish  all  they 
are  able  to  do  before  the  allotted  time  is  up.  In  those  cases,  take 
up  the  tests  of  the  whole  class.  Do  not  take  tests  one  at  a time  as 
the  children  finish.  This  could  affect  motivation  differentially. 

The  tests  are  designed  to  obtain  a range  of  scores  for  pupils  over 
reading  instructional  levels  Primer  through  6.  For  this  reason,  some 
pupils  will  not  finish  the  tests.  Also,  no  pupil  probably  will  know 
the  answers  to  all  test  items.  It  is  Ic^ortant  to  watch  for  signs  of 
pupils'  frustration  and  anxiety  when  they  cannot  complete  items. 

Reassure  the  pupils  when  appropriate.  Tell  them  that  no  one  Is  expected 
to  know  all  of  the  answers  in  any  test;  however,  they  should  do  the 
best  they  can. 

Directions.  **"  Directions  for  administering  the  processes  tests 
and  the  test  items  have  been  recorded  on  audio  tape  for  your  use.  The 
materials  for  all  four  processes  tests  have  been  recorded  on  the  same 
reel  even  though  you  will  administer  them  in  two  different  sessions. 
This  means  that  you  will  use  the  same  reel  of  tape  for  each  of  the 
two  testing  sessions,  thus  necessitating  your  running  forward  the  tape 
to  the  appropriate  spot  for  the  second  testing  session.  The  directions 
for  administering  (i^ests  #19  and  #20  arc  not  on  tape.  Administer  these 
tests  as  you  do  all  other  general  achievement  tests. 

A typed  copy  of  administration  directions  for  each  test,  together 
with  a copy  of  the  pupil's  test,  has  been  included  in  your  set  of 
materials.  The  general  procedure  for  administering  each  test  is  as 

follows. 

1.  Distribute  tests  to  pupils. 

2.  Caution  pupils  not  to  turn  pages  until  they  are  told  to 
do  so. 
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3.  Have  pupils  fill  In  identifying  data  on  the  test  (their 
names,  etc.). 

4.  For  tests  #19  and  #20,  read  the  directions  to  the  pupils. 

Point  out  to  pupils:  once  they  start  the  tests,  they  can 

keep  going  until  they  finish,  turning  to  the  next  page  as 
appropriate. 

5«  For  the  processes  tests  (IP.l,  IP.2»  1P.3,  1P.4)  do  the  following* 

a.  Start  the  tape  for  the  major  part  of  the  test  directions. 

b.  Stop  the  tape  at  the  appropriate  spot  as  noted  in  the 
directions.  You  will  have  approximately  10  seconds  blank 
space  on  tape.  This  permits  some  freedom  in  stopping 
t4\e  tape. 

c.  While  tape  is  stopped,  do  these  things. 

1)  Tell  pupils  not  to  look  at  the  items  in  the  test 
xmtil  they  are  told  to  do  so. 

2)  Check  to  see  if  pupils  have  recorded  their  answers 
to  the  example  correctly. 

3)  Ask  pupils  if  they  understand  how  they  are  to  write 
or  mark  their  answers.  If  necessary,  help  them 
understand  what  to  do. 

d.  Start  tape  to  finish  lnstructio*iis  on  test  and  the  test 
items. 

The  above  is  the  general  format  for  each  test  on  tape.  You  are 
given  about  10  to  20  seconds  blank  space  between  the  end  of  the 
directions  for  one  test  and  the  beginning  of  the  next.  This  means  that 
you  don't  have  to  be  exact  in  starting  and  stopping  the  tape  recorder. 

Just  tell  the  pupils  that  sometimes  it  may  be  a few  seconds  after  you 
start  the  tape  recorder  before  the  voice  begins.  Before  you  begin  each 
testing  session  with  tapes,  you  should  also  be  sure  that  the  recorder 
has  warmed  up  for  about  a minute  and  that  the  sound  level  is  adjusted. 

The  volume  of  the  tape  recorder  should  be  set  high  enough  to  permit 
all  children  taking  the  test  to  hear  the  voice  without  strain. 

Be  careful  not  to  push  the  recording  button  on  the  tape  recorder 
since  that  will  erase  the  directions  on  the  tape.  If  you  are  not 
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familiar  with  tha  recorder  you  are  to  use,  it  vould  be  a good  idea  to 
practice  starting  and  stopping  the  machine  a few  times  before  using 
it  with  the  children.  Setting  the  volume  appropriately  is  also 
tifnpQrtant^.  You  should,.jdetermlne  the  correct  setting  before  the  tape 
is  used  with  the  children.  If  the  volume  appears  too  high  or  too  low 
during  the  testing,  adjust  it.  Throughout  the  tape,  the  loudness 
remains  at  /about  the  same  level. 

Figure  A3  — TEST  ADMINISTRATION  SCHEDObE:  FIGURATIVE 

LANGUAGE,  CRITICAL  READING,  AND  INTELLECTUAL 
PROCESSES  TESTS 


(Figure  1 in  materials  used  with  teachers) 


Test  # 


ta 

to 

fo 


a 

CO 

o' 

CO 


Test  name 


IF.l  Word  Grouping  Test 
IP.2  Word  Number  Test 


Test^  Reading  instructional 

time  levels  to  receive  test 

9 min.  Primer  through  6 

11  min.  Primer  through  6 


IP.  3 Word  Meaning  Test 
IP. 4 Nuiober  Series  Test 


10  min. 
13  min. 


Primer  through  6 
Primer  through  6 


CO 


J 


19  Figurative  Language  Test  15  min. 

20  Critical  Reading  Test  40  min. 


2r  through  6 
Primer  through  6 


*Note  that  the  times  listed  here  are  approximate  and  they  are  total 
test  times.  Different  (and  smaller)  amounts  of  time  are  devoted  to 
pupils'  responding  to  the  test  items  independent  of  directions  and  rest 
periods. 


**Note  that  reading  instructional  level  refers  to  the  level  where 
the  pupils  currently  are  placed  for  reading  instruction;  it  does  not 
refer  to  the  pupils'  administrative  grade  placement. 


Giving  Information  Beyond  that  Contained  in  tte  Directions.  -- 
Give  no  help  with  pronunciation,  The  directions  portray  the  pupils' 

task  in  a test  and  how  they  are  to  mark  their  answers.  However,  the 
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mk 


directions,  by  deliberate  intent,  do  not  teach  the  process,  skill,  or 
knowledge  the  test  is  ineasuring.  And  so,  it  is  very  important:  in 

any  explanations  or  ccoments  to  pupils,  ^ not  t^ch  the  process  the 
test  is  designed  to  measure. 

Scoring.  — Teachers  will  not  be  asked  to  score  any  tests. 

Return  of  Test  Haterials 

After  each  test  is  given,  place  all  copies  back  in  the  envelope: 
one  for  each  pupil  in  your  room  and  all  unused  tests.  Also,  please 
return  your  set  of  test  administration  materials.  When  all  tests  have 
been  given,  check  to  see  that  all  copies  of  all  of  the  test  materials 
are  in  the  appropriate  envelope.  The  tests  and  other  materials  will 
be  picked  up  at  a specified  time. 
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Table  A13 


Structural  Analysis  Skills: 

Matrix  of  Observed  r^j^.  Subtopics  in  the  Expected  Order 


Basal  reading 
skill 

3.1 

4.1 

4.2 

4.4 

4.3 

3.1  Identifying 
components  of 
compounds 
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.510 
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.504 

.514 

.426 

4*1  Identifying 
roots 9 endings 9 
and  suffixes 

.510 
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.708 

.634 

»699 

.633 

4*2  Identifying 
roots  and 
prefixes 
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.76i 

.645 

4«4  Identifying 
roots  and  multi- 
ple affixes 
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.546 

4*3  Locating 
roots  by  using 
root-change 
rules 
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1.1  Changing 
roots  by  using 
root-change 
rules 
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1.000 
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Structural  Analysis  Skills t ^ 

Matrix  of  Observed  Rjj^  and  the  Aj,  a^,  and  q Values 
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O 
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CO 


o 

vo 
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rs. 
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m 
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vo 

vo 


o 

o 
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o 

in 
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SEQUEtTOESs  Comprehenilcn  Skilla  . 


A3 16 


Tftble  A21 


Comprehension  Skills  <"** 
Matrix  o£  Observed  r » 


Directly  Stated  Ideas  and  Details 
Subtopics  in  the  Expected  Order 


Basal  reading  skill  16*1  17«5  17«3  17«1 


16*1  Identifying  cause** 
effect  relationships 
directly  stated  in 
sentences 

17*5  Identifying 
details  in  stories 

17*3  Identifying  main 
ideas  directly  stated 
in  paragraphs 

17*1  Identifying  main 
ideas  directly  stated 
in  stories 


Table  A22 


Comprehension  Skills  Directly  Stated  Ideas  and  Details: 
Matrix  of  Observed  and  the  ay  and  qr  Values 


Basal  reading 
skill 

16.1 

17.5 

17.3 

17.1 

16.1 

.000 

-.273 

-.303 

-.352 

-.928 

-.232 

.586 

17.5 

.273 

.000 

-.117 

-.151 

.005 

.001 

1.003 

17.3 

.303 

.117 

.000 

-.169 

.251 

.063 

1.155 

17.1 

.352 

.151 

.169 

.000 

.672 

.168 

1.472 

1.000 

.534 

.498 

.445 


.534 

1.000 

.765 

.707 


.498 

.765 

1.000 

.678 


.445 

.707 

.678 

1.000 


Zr' 


J 


1.374 


nZZ  R 


jk 


1.418 


- .969 


SEOllEMCESt  Comprdienglon  SfclUa. 
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Xable  A23 


Conmtehenslon  SklUi  — Directly  SCatei  Idea#  and  Detailas 
MattUt  o£  (Aj  - A^>,  the  aeproduced 


Basal  reading 
skill 

16.1 

17.5 

17.3 

17.1 

16.1 

.000 

-.233 

-.294 

-.400 

17.5 

.233 

.000 

-.061 

-.167 

17.3 

.294 

-.061 

.000 

-.105 

17.1 

.400 

.167 

.105 

.000 

Table  A24 


Comprehension  Skills  — Directly  Stated  Ideas  and  Details; 
Matrix  of  (a^/a^^),  the  Reproduced  r^j^ 


Basal  reading 
skill 

16.1 
17.5 
17.3 


16.1 

1.000 

.585 

.508 


17.5 

.585 

1.000 

.868 


17.3 


.508 

.868 

1.000 


17.1 

.398 

.681 

.785 


SEQUENCES  s ConmreliQnalon  Skllla 


I A3  lift 


Table  A25 


Comprehension  Skills  ■***  Implicitly  Stated  Ideas: 
Matrix  of  Observed  r^^^.  Subtopics  in  the  Expected  Order 


Basal  reading  skill 

16.2 

17.4 

17.2 

16.2  Identifying  cause** 
effect  relationships 
Implied  In  sentences 

1.000 

.585 

.611 

17.4  Identifying  main 
Ideas  implied  In 
paragraphs 

.585 

1.000 

.698 

17.2  Identifying  main 
Ideas  implied  In 
stories 

.611 

.698 

1.000 

Table  A26 


Comprehension  Skills  '-•*  Implicitly  Stated  Ideas: 
Matrix  of  Observed  and  the  a^,  and  cr  Values 


Basal  reading 
skill 

16.2 

17.4 

17.2 

“j 

16.2 

.000 

-.233 

-.214 

-.447 

-.149 

.710 

17.4 

.233 

.000 

-.156 

.077 

.026 

1.061 

17.2 

.214 

.156 

.000 

.370 

.123 

1.329 

ZRj  • *343  nffi  R^j^ 


.373 


9180 


SEQUENCES:  Compyehenslon  Skllle 


Table  A27 


Cooiprehenalon  Skills  — * liopllcltly  Stated  Ideas 
Eatrix  of  (Aj  - A^^),  the  Reproduced  Rj|^ 


m 


Basal  reading 
skill 

16.2 

17.4 

17.2 

16.2 

.000 

-.175 

-.272 

17.4 

.175 

.000  -.098 

17.2 

.272 

.098 

.000 

Table  A28 

Comprehension  Skills  Implicitly  Stated  Ideas: 

Matrix  of  (a^/a^),  the  Reproduced  r^^^ 

Basal  reading 
skill 

16.2 

17.4 

17.2 

16.2 

1.000 

•669 

.534 

17.4 

.669 

1.000 

.798 

17.2 

.534 

.798 

1.000 

APPENDIX  Q 


BASIC  STATISTICAL  DATA;  INTELIECTUAL 
PROCESSES  BELATED  TO  BASAL 
READIN8  SKILLS 


PROCESSES!  ■ b and  t_ratloB  »■>_  Phonetic  .Atialvsig-gMUfl 


A3gS 


Table  A29 

Partial  Regression  Coefficients  and  t ratios; 
Phonetic  Analysis  Skills 


Basal  reading  skills 
^i 

Intellectual 

processes 

X. 

1 

”i 

i '’i 

10.1  Associating  vowel 
letters  and  sounds 

Reasoning 

.0260 

4.123*** 

10.2  Associating  conso- 
nant letters  and  sounds 

C oncep  tua liza  t ion 

,0753 

3.116 

10.3  Associating  conso* 
nant  digraphs  and  sounds 

Associative  i^Iemory 
Conceptualization 
Reasoning 

.0150 
.0561 
.0123  . 

** 

2.112 
^ •iekit 

4.153 

2.033 

10.8  Associating  conso- 
nant blends  and  sounds 

Conceptualization 

.1896 

5.207 

11.3  Using  spelling 
patterns 

Conceptualization 
Verbal  Meaning 
Reasoning 

.5042 

.1548 

.2377 

ic^ick 

6.291 

icMe 

3.089 

•kick 

6.748 

13.1  Identifying  syl-  Conceptualization  .1522  5.182 

lables  in  orally  and 

visually  presented  short  .0639  4.863 

words 


12.1  Identifying  syl- 
lables in  visually 
presented  abort  words 


Conceptualization  . 1350 

Verbal  14eaning  .0776 

Reasoning  .0828 


3.335 


*** 


3.059 


■fckie 


4.629 


*ictck 


13,2  Identifying  syl- 
lables in  orally  and 
visually  presented 
long  words 

C oncep  tua 1 Iz a t ion 
Verbal  Meaning 
Reasoning 

.3367 

.0824 

.1719 

** 

5.180 

2.019 

^,ieiek 

6.024 

12.2  Identifying  syl- 

Conceptualization 

.2292 

icMc 

3.531 

^ ickic 

lables  in  visually 

Verbal  Meaning 

.1123 

2.761 

presented  long  words 

Reasoning 

.2056 

*** 

7.170 

**P  <.01 ; ***P  <.001 


JROSESSES;  b and  t ratios  Structural  Analysis  Sktlla 


A324 


Table  A30 


Partial  Regression  Coefficients  and  ^ ratios; 
Structural  Analysis  Skills  "" 


Basal  reading  skills 

Y 

*i 

Intellectual 

processes 

*>1 

t for  b. 
*-•  i 

3.1  Identifying 
components  of 

Associative  Memory 

.0382 

2.082** 

Conceptualization 

.1381 

3.775 

compounds 

Verbal  l^Ieaning 

.1244 

•kkk 

5.353 

*** 

2.895 

Reasoning 

.0467 

4,1  Identifying  roots , 
endings 9 and  sufflKes 


4.2  Identifying 
roots  and  prefixes 


4.4  Identifying 
roots  and  multiple 
affixes 


2.1  Translating 
contractions 


Associative  Memory  .0486 

Conceptualization  .0925 

Verbal  leaning  .1117 

Reasoning  .0735 


Associative  Ifemory  .0492 

Conceptualization  . 1966 

Verbal  Meaning  .1424 

Reasoning  , 0927 


Associative  1-femory  ,0362 

Conceptualization  . 1283 

Verbal  Meaning  ,0702 

Reasoning  ,0449 


Conceptualization 


4.3  Locating  roots 
using  root-*change  rules 


.2253 


3.891 


’kick 


3.745 


7.100 


6.769 


3.086 


ic4tk 


6.241 


kick 


7.093 


kick 


6.699 


2.772 

4.975 


^kkk 


kkk 


4.271 


3.963 


^kkk 


8.128 


Reasoning 

.0880 

7.096 

Associative  Memory 

.0463 

2.315** 

Conceptualization 

.3504 

8.875*** 

Verbal  Meaning 

.1142 

AAA 

4.541 

Reasoning 

.1283 

7.394*** 

PROCESSES!  h and  t ratlOB  — Pletlpnary.  Skm.6 

Table  A30  (Continued) 


ms 


Basal  reading  skills 

Intellectual 

processes 

t for  b. 
— i 

Associative  Memory 

.0565 

** 

2.539 

1.1  Changing  roots  by 

Conceptualization 

.3357 

O 

7.721 

•Mtie 

3.707 

4c^Mc 

5.182 

using  root-change  rules 

Verbal  Meaning 

.1030 

Reasoning 

.0948 

**P  <.01;  ***P  <.001. 


Table  A31 

Partial  Regression  Coefficients  and  t ratios: 
Dictionary  Skills 


Basal  reading  skills 

Y 

^i 

Intellectual 

processes 

”1 

t for  b 

M 1 

5.1  Identifying  alpha- 
betical sequences  based 

Associative  Memory 

.0404 

•Me 

2.567 

Conceptualization 

.1514 

4.779 

*** 

5.778 

on  first  letter 

Reasoning 

.0818 

5.2  Identifying  alpha- 
betical sequences  based 

Associative  Memory 

.0729 

•kkie 

3.448 

Conceptualization 

.2366 

5.560 

7.889 

on  third  letter 

Reasoning 

.1499 

5.3  Identifying  alpha- 
betical sequences  based 

Associative  Memory 

.0673 

** 

2.249 

Conceptualization 

.3554 

5.653 

2.841 

on  first,  second,  or  third 

Verbal  Meaning 

.1134 

letter 

Reasoning 

.1146 

4.150 

g.S.SESl 


1?  att4  1?  XM99..TZ 


Dictionary  Skills 


Table  A31  (Continued) 


Basal  reading  skills 

Intellectual 

processes 

jt  for  b^ 

6.3  Using  dictionary 
guide  words 

Concep  tua llza  tion 
Verbal  l^ieaning 
Reasoning 

.5557 

.2945 

.1651 

4.455 

icMc 

3.752 

•kipk 

2.992 

Associative  Hemory 

.0546 

2.111 

7.1  Finding  definitions 

Concep  tua  lilsa  t ion 

.1625 

2.992 

TCrnfc 

3.935 

Mtit 

2«829 

of  single  entry  words 

Verbal  Ifeaning 
Reasoning 

.1348 

.0679 

7.2  Finding  definitions 
of  multiple  entry  words 

Associative  Memory 
Coiicep  tualiza  tion 
Verbal  Meaning 

• 0903 
.2689 
.2244 

3.111 

^ rncrc 

4.414 

*** 

5.838 

•Mek 

4.490 

Reasoning 

.1208 

8.1  Selecting  definitions 
of  single  entry  words 

Concep  tualizatlon 
Reasoning 

.2321 

.1608 

2.326 

jkkk 

4.018 

8.2  Selecting  definitions 
of  multiple  entry  words 

Concep  tualiza  tion 
Verbal  I^eaning 
Reasoning 

. 1473 
.1260 
.1209 

** 

2.367 

2.639 

4.723*** 

9.1  Interpreting  single 
pronunciation  symbols 

Concep  tualizatlon 
Verbal  14eaning 
Reasoning 

.2179 

.1343 

.1213 

4.471*** 

4.400 

irkic 

5.632 

9,2  Interpreting  multiple 
pronunciation  symbols 

Verbal  Meaning 

.0829 

5.454 

PROCESSES;  b and  t ratios  Word  Functions  Skills 


Table  A32 


Partial  Regression  Coefficients  and  Jt  ratios: 
Word  Functions  Skills 


mL 


Basal  reading  skills 

Y. 


Intellectual 

processes 

X. 


t for  b 


14.1  Recognizing 
functions  of  nouns 


Conceptualization 
Verbal  Meaning 
Reasoning 


*** 

.1349 

3.833 

kirk 

.1324 

5.980 

kick 

.0899 

5.836 

Associative  Memory 

.0387 

2.134 

kkk 

4.710 

14.2  Recognizing 

Conceptua liza tion 

. 1686 

functions  of  verbs 

Verbal  Meaning 

.1498 

■*** 

6.547 

Reasoning 

.1071 

kkk 

6.806 

14.3  Recognizing 
functions  of  adjectives 


Conceptualization  • 1592 

Verbal  Meaning  .0967 

Reasoning  .0773 


4.932 


4.760 


5.468 


Associative  M^ory 

.0519 

kkk 

2.957 

14.4  Recognizing 

Conceptualization 

.1384 

kkk 

3.994 

functions  of  adverbs 

Verbal  Meaning 

.0975 

kkk 

4.398 

Reasoning 

.0895 

kkk 

5.872 

15.1  Specifying 
functions  of  nouns 


Verbal  Meaning 
Reasoning 


.1180 
. 1155 


15.2  Specifying 
functions  of  verbs 


Gcncep  tualizatlon 
Verbal  Meaning 
Reasoning 


5.993 


icick 


8.715 


•kkit 


.1211 

.0964 

.0991 

*ickk 

3.564 

ickk 

4.539 

TvVVUT 

6.717 

*** 

.1057 

3.203 

kkiic 

.1066 

5.170 

kikk 

.0888 

6.198 

15.3  Specifying 
functions  of  adjectives 


Conceptualization 
Verbal  Meaning 
Reasoning 


MflCES$ES:_  b and  t ratios  /»*__Compre^ii8ion  Sk 
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Table  A32  (Continued) 


Basal  reading  skills 

Intellectual 

processes 

jt  for  b 

1 

15.4  Specifying 
functions  of  adverbs 

Verbal  Meaning 
Reasoning 

.0644 

.0612 

*** 

3.830 

Icicle 

5.410 

P <.01;  P <.001 


Table  A33 

Partial  Regression  Coefficients  and  Jt  ratios: 
Comprehension  Skills 


Basal  reading  skills 

Intellectual 

processes 

Jt  for  b^ 

16,1  Identifying  cause* 
effect  relationships 
directly  stated  in 
sentences 

Concep  tua  liza  t ion 
Verbal  Meaning 
Reasoning 

.1024 

.0650 

.0383 

*Me 

4.510 

** 

4.574 

** 

3.854 

17.3  Identifying  main 

Conceptualization 

.1269 

•kick 

4.633 

. kick 

5.490 

ideas  directly  stated  in 

Verbal  Meaning 

.0940 

paragraphs 

Reasoning 

.0820 

_ kick 
6.816 

17.1  Identifying  main 
ideas  directly  stated  in 
stories 


Associative  Memory  ,0311 

Concep  tua liza  tlon  . 1443 

Verbal  Meaning  .0996 

Reasoning  .0741 


2.191 

5.148 


** 


iciek 


5.590 


TwClC 


5.987 


iekk 


16.2  Identifyinc  cause* 

Conceptualization 

.1194 

5. 178 

effect  relationships 

Verbal  Meaning 

.1043 

7.223*** 

Implied  in  sentences  ' 

Reasoning 

.0402  . 

3.988*** 

gROCESSESi  b and  t ratios  Comprehsnalon  Skllla 


Table  A33  (Continued) 


Basal  reading  skills 

Intellectual 

processes 

t for  b. 
— i 

17*4  Identifying  main 

Conceptual  izat  ion 

.1252 

Twwv 

4.047 
- - 

ideas  implied  in  paragraphs 

Verbal  Meaning 

.1392 

7.194 

Reasoning 

.0920 

6.775 

Associative  Memory 

.0252 

if 

1.973 

17.2  Identifying  main 

Conceptual izat ion 

.0963 

3.824 

ideas  implied  in  stories 

Verbal  Meaning 

.0846 

5.286*** 

Reasoning 

.0726 

6.526*** 

Associative  Memory 

.0790 

* 

2.548 

17.5  Identifying  details 

Conceptualization 

.3230 

5.290 

VwTTv 

6.524 

in  stories 

Verbal  Meaning 

.2533 

Reasoning 

.1998 

AAA 

7.407 

19.1  Interpreting 
similes 

Verbal  Meaning 

.0562 

6.599 

Reasoning 

.0308 

WWW 

5.326 

Conceptual izat ion 

.0916 

5.431 

WWW 

8.193 

19.2  Interpreting 

Verbal  Meaning 

.1084 

idioms 

Reasoning 

.0544 

5.892 

Conceptual izat ion 

.0537 

3.030*** 

AA  A 

3.778 

19.3  Interpreting 

Verbal  Meaning 

.0525 

hyperboles 

Reasoning 

.0610 

W A A 

6.286 

Conceptual  izat  ion 

.0564 

2.915 

AAA 

6.689 

19.4  Interpreting 

Verbal  Meaning 

.1015 

per  sonlf icat ion 

Reasoning 

.0488 

WWW 

4.608 

Conceptual izat ion 

.0703 

4.014 

19.5  Interpreting 

Verbal  Meaning 

.1072 

7.793*** 

metaphors 

Reasoning 

.0618 

6.436 

Phonetic  Analysis  Skills 
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PROCESSES* 


R and  R ••• 


Table  A34 


Multiple  Correlation  Coefficients  and  Coefficients  of 
Determination:  Phonetic  Analysis  Skills 


Basal  Reading  Skills 

Intellectual 

Processes 

R 

r2 

(In  7.) 

10,1  Associating  vowel 
letters  and  sounds 

Reasoning 

.1638 

2.68 

10.2  Associating  conso- 
nant letters  and  sounds 

Conceptualization 

.1245 

1.5S 

10.3  Associating  conso- 
nant digraphs  and  sounds 

Associative  Memory 
Conceptualization 
Reasoning 

.3076 

9.46 

10.8  Associating  conso- 
nant blends  and  sounds 

Conceptualization 

.2058 

4.24 

11.3  Using  spelling 
patterns 

Conceptualization 
Verbal  Meaning 
Reasoning 

.5822 

33.90 

13*1  Identifying  syl- 
lables in  orally  and 
visually  presented  short 
words 

Conceptualization 

Reasoning 

.4407 

19.42 

12.1  Identifying  syl- 
lables In  visually 
presented  short  words 

Conceptiiallzat  ion 
Verbal  Meaning 
Reasoning 

.4663 

21.75 

13.2  Identifying  syl- 
lables In  orally  and 
visually  presented  long 
words 

Conceptuallzat Ion 
Verbal  Meaning 
Reasoning 

.5420 

29.37 

12.2  Identifying  syl- 
lables in  visually 
presented  long  words 

Conceptualization 
Verbal  Meaning 
Reasoning 

.5494 

30.18 

R and  — Stiructural  Analysis  Skj-lls 


PROCESSES:- R ana  ir.ZZ^ 

Table  A35 

Multiple  Correlation  Coefficients  and  Coefficients  of 
Determination:  Structural  Analysis  Skills 


Basal  reading  skills 

\ 

Intellectual  2 

processes  R 

Y (in  %) 

i 

3.1  Identifying 
components  of 
compounds 

Associative  Memory 
conceptualisation 
Verbal  Meaning 
Reasoning 

4.1  Identifying  roots, 
endings,  and  suffixes 

Associative  lylemory 

Conceptualization  42.00 

Verbal  Meaning 
Reasoning 

4.2  Identifying 
roots  and  prefixes 

Associative  Memory 
Conceptualization 

.6830  46.65 

Verbal  Meaning 
Reasoning 

4.4  Identifying  roots 
and  multiple  affixes 

Associative  Memory 

Conceptualization  .5358  28.71 

Verbal  Meaning 
Reasoning 

2.1  Translating 
contractions 

Conceptualization  jgjc  31.53 

Reasoning 

4.3  Locating  roots  by 
using  root-change  rules 

Associative  Memory 

Conceptualization  ^^4^  40.25 

Verbal  Meaning 
Reasoning 

BopEgSgS/w.R  an^„R?»r*  PtcttQnary-iasi^JLfl 

Table  A35  (Continued) 
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Basal  reading  skills 

Intellectual 

processes 

X. 

1 

R 

(in  r.) 

Associative  i^emory 

1,1  Changing  roots  by 
using  root«*change  rules 

Conceptualization 
Verbal  Meaning 

.6082 

36.99 

Reasoning 

Table  A36 

Multiple  Correlation  Coefficients  and  Coefficients 
Determination:  Dictionary  Skills 

of 

Basal  reading  skills 
^1 

Intellectual 

processes 

R 

(in  %) 

5,1  Identifying  alpha- 
betical sequences  based 
on  first  letter 

Associative  Memory 
Concep  tualiza  t ion 
Reasoning 

.4910 

24.11 

3.2  Identifying  alpha- 
betical sequences  based 
on  third  letter 

Associative  Memory 
Concep  tualiza  t ion 
Reasoning 

.5861 

34.35 

5.3  Identifying  alpha- 
betical sequences  based 
on  first,  second,  or  third 
letter 

Associative  Memory 
Conceptualization 
Verbal  lySeaning 
Reasoning 

.5453 

29.79 

6.3  Using  dictionary 
guide  words 

Concep  tualiza  t ion 
Verbal  Meaning 
Reasoning 

.4724 

22.31 

fROCESSESi  R and  Structural  Analysis  Skills  ___  _ A333 


Table  A36  (Continued) 

Basal  reading  skills 

Intellectual 

processes 

i 

R 

(to  7.) 

Associative  Iteory 

7.1  Finding  definitions 
of  single  entry  words 

Conceptualization 
Verbal  Meaning 

.4479 

20.06 

Reasoning 

Associative  Memory 

7.2  Finding  definitions 
of  multiple  entry  words 

Conceptualization 
Verbal  Meaning 

.6026 

36.31 

Reasoning 

8.1  Selecting  definitions 
of  single  entry  words 

Conceptua llza tlon 
Reasoning 

.3385 

11.46 

8.2  Selecting  definitions 
of  multiple  entry  words 

Conceptualization 
Verbal  I4eaning 
Reasoning 

.4788 

22.92 

9.1  Interpreting  single 
pronunciation  symbols 

' Conceptualization 
Verbal  Meaning 
Reasoning 

.5683 

32.29 

9.2  Interpreting  multiple 
pronunciation  symbols 

Verbal  Meaning 

.2425 

5.88 

Table  A37 


Multiple  Correlation  Coefflcienta  and  C^fficienta  of 
Determination!  Word  Functions  Skill 


BqssX  jfBsdlitiB  sltXXls 

Intellectual 

processes 

X. 

Xi 

R 

^2 

R 

(in  7.) 

14«1  Recognizing 
functions  of  nouns 

Conceptualization 
Verbal  Meaning 
Reasoning 

.5613 

31.51 

Associative  lyiemory 

14,2  Recognizing 
functions  of  verbs 

Conceptualization 
Verbal  Meaning 

.6383 

40.74 

Reasoning 

14.3  Recognizing 
functions  of  adjectives 

Conceptualization 
Verbal  I'ieanlng 
Reasoning 

.5503 

30.28 

Associative  Ifemory 

14.4  Recognizing 
functions  of  adverbs 

Conceptualization 
Verbal  Meaning 

.5642 

31.83 

Reasoning 

15 el  Specifying 
functions  of  nouns 

Verbal  Meaning 
Reasoning 

.5225 

27.30 

15*2  Specifying 
functions  of  verbs 

Conceptualization 
Verbal  Meaning 
Reasoning 

.5453 

29.74 

15.3  Specifying 
functions  of  adjectives 

Conceptualization 
Verbal  I^Ieaning 
Reasoning 

.5373 

28.87 

moCESSES;  R and  ■»«»  ComPTebenaion  Skills,. 

Table  A37  (Continued) 


ms. 


Basal  reading  skills 


Intellectual 

processes 

X. 

i 


(in  %) 


ISA  Specifying  . Verbal  IJeaning  ^359^  X2.89 

functions  of  adverbs  Reasoning 


Table  A38 


Multiple  Correlation  Coefficients  and  Coefficients  of 
Determination:  Comprehensioni  Skills 


BMI 


m 


■a 


Basal  reading  skills 


Intellectual 

processes 


R 


(in  %) 


16*1  Identifying  cause- 
effect  relationships 
directly  stated  in 
sentences 


Concep  tualizatlon 

Verbal  Ifeaning  ,4903  24®  04 

Reasoning 


17.3  Identifying  main 
ideas  directly  stated  in 
paragraphs 


Concep  tua liza  tlon 
Verbal  Meaning  .5962 

Reasoning 


35.55 


17.1  Identifying  main 
ideas  directly  stated 
in  stories 


16.2  Identifying  cause- 
effect  relationships 
implied  in  sentences 


Associative  14emory 

Conceptualization  ,6136  37.66 

Verbal  Meaning 
Reasoning 

Conceptualization 

Verbal  Meaning  .5802  33.66 

Reasoning 


PROCESSES i R and  K **  Comprehension  Skills 


Table  A38  (Continued) 


Basal  reading  skills 

Y. 


Intellectual 

Processes 

X. 


R 


17.4  Identifying  main 
ideas  iioplied  in  paragraphs 


Conceptual izat ion 
VeJJbal  Meaning 
Reasoning 


.6187 


R 

(ln%) 


38.28 


17.2  Identifying  main 
ideas  Itnplied  in  stories 


Associative  Memory 
Conceptualization 
Verbal  Meaning 
Reasoning 


.5B91 


34.70 


17.5  Identifying  details 
in  stories 


Associative  Memory 
Conceptual izat ion 
Verbal  Meaning 
Reasoning 


.6679 


44.61 


19.1  Interpreting 
similes 

Verbal  Meaning 
Reasoning 

.4432 

19.64 

19.2  Interpreting 
Idioms 

Conceptual izat ion 
Verbal  Meaning 
Reasoning 

.6112 

37.36 

19.3  Interpreting 
hyperboles 

Concept uallzat ion 
Verbal  Meaning 
Reasoning 

.4679 

21.89 

19.4  Interpreting 
per sonif Icat ion 

Conceptual izat ion 
Verbal  Meaning 
Reasoning 

.4963 

24.63 

19.5  Interpreting 
metaphors 


Conceptual izat ion 
Verbal  Meaning 
Reasoning 


.5902 


34.83 


PROCESSES!  B and  B(r^  — Phonetic  Ajialvsis  Skills 


A337 


Table  A39 


Standard*  Partial  Regression  Coefficients  and 
Corresponding  Percentage  Contributions: 
Phonetic  Analysis  Skills 


Intellectual 

% 

Basal  reading  skills 

processes 

“i 

Contri- 

bution 

10.1  Associating  vowel 
letters  and  sounds 

Reasoning 

. 163S 

2.68 

10.2  Associating  consonant 
letters  and  sounds 

Concep tuali zat ion 

,1245 

1.55 

Conceptualization 

.1990 

5.59 

10.3  Associating  conso- 
nant digraphs  and  sounds 

Verbal  Meaning 

.0859 

.0984 

1.97 

2.38 

Reasoning 

10.8  Associating  conso- 
nant blends  and  sounds 

Conceptualization 

.2058 

4.23 

Conceptualization 

.2707 

13.76 

11.3  Using  spelling 
patterns 

Verbal  Meaning 

.1267 

.2872 

5.39 

14.74 

Reasoning 

13.1  Identifying 
syllables  in  orally 

Conceptualization 

.2573 

10.10 

and  visually  presented 
short  words 

Reasoning 

.2415 

9.31 

12.1  Identifying  syl- 

Conceptua11 zat ion 

.1740 

6.70 

lables  in  visually 

Verbal  Meaning 

.1505 

5.33 

presented  short  words 

Reasoning 

.2374 

9.70 

13.2  Identifying 

Conceptualization 

.2555 

11.93 

syllables  in  orally 
and  visually  presented 

Verbal  Meaning 

.0941 

.2915 

3.43 

13.99 

long  words 

Reasoning 

*The  symbol,  B,  is  used  here,  and  subsequently  in  the  tables,  to 
refer  to  the  standard  partial  regression  coefficients. 


PROCESSES!  B and  — Structural  Analysis  Skills 


table  A39  (Continued) 


Basal  reading  skills 

;m'  JTtrrir 

Intellecttial 

processes 

7. 

Contri- 

bution 

12,2  Identifying  syl- 

Conceptualization 

,1740 

7.58 

lables  in  visually 

Verbal  Meaning 

.1283 

4.95 

presented  long  words 

Reasoning 

.3473 

17.64 

Table  A40 


Standard  Partial  Regression  Coefficients  and 

Corresponding  Percentage  Contributions: 

Structural  Analysis  Skills 

Intellectual 

% 

Basal  reading  skills 

processes 

fo 

Contri- 

^1 

bution 

Associative  Memory 

.0785 

1.93 

3*1  Identifying 
components  of 

Conceptualization 

.1740 

7.01 

compounds 

Verbal  Meaning 

.2389 

10.27 

Reasoning 

.1330 

5.13 

Associative  Memory 

.1287 

4.52 

4.1  Identifying  roots, 

Conceptualization 

.1510 

7.52 

endings,  and  suffixes 

Verbal  Meaning 

.2774 

15.17 

Reasoning 

.2706 

14.76 

Associative  Memory 

.0979 

3.31 

4.2  Identifying 

Conceptualization 

.2413 

13.64 

roots  and  prefixes 

Verbal  Meaning 

.2658 

15.07 

Reasoning 

.2568 

14.61 

PROCESSES!  B >nd  B(r)  Dictionary  Skills 


ms. 


Table  A40  (Continued) 


Basal  reading  skills 

Xntellectiial 

processes 

®i 

% 

Contri- 

bution 

Associative  Memory 

,1017 

2.88 

4,4  Identifying  roots 

Conceptualization 

.2224 

10.13 

and  loultlple  affixes 

Verbal  Meaning 

.1850 

8.03 

Reasoning 

.1757 

7.65 

2.1  Translating 

Conceptualization 

.3360 

17.10 

contractions 

Reasoning 

.2933 

14.41 

Associative  Memory 

.0723 

2.26 

4.3  Locating  roots  by 

Concepttiallzat  Ion 

.3380 

20.75 

using  root -change  rules 

Verbal  Meaning 

.1676 

8.79 

Reasoning 

.2792 

16.43 

Associative  Memory 

.0878 

2.53 

1,1  Changing  roots  by 

Conceptualization 

.3214 

17.44 

using  root-change  rules 

Verbal  Meaning 

.1504 

6.88 

Reasoning 

.2087 

10.12 

Table  A41 

Standard  Partial  Regression  Coefficients  and 

Corresponding  Percentage  Contributions: 

Dictionary  Skills 

Intellectual 

Basal  reading  skills 

processes 

fa 

Contri- 

^1 

bution 

5.1  Identifying  alpha- 

Associative Memory 

.1059 

2.27 

betical  sequences  based 

Conceptualization 

.2331 

9.68 

on  first  letter 

Reasoning 

.2808 

12.17 
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Table  A41  (Continued) 

Intellectual 

% 

Contri- 

Basal reading  skills 

processes 

^1 

*1 

bution 

5,2  Identifying  alpha* 

Associative  Ifemory 

.1323 

3.45 

betlcal  sequences  based 

Conceptualization 

.2323 

12.15 

on  third  letter 

Reasoning 

.3566 

18.73 

• 

Associative  Memory 

.0902 

2.04 

5.3  Identifying  alpha- 
betical sequences  based 

Concep  tua llza t ion 

.2801 

13.50 

on  first,  second,  or 

Verbal  Meaning 

.1340 

5.33 

third  letter 

Reasoning 

.2014 

8.90 

Conceptualization 

.2322 

9.59 

6.3  Using  dictionary 
guide  words 

Verbal  Meaning 

.1848 

6.99 

Reasoning 

.1531 

5.72 

Associative  Memory 

.0902 

1.83 

7.1  Finding  definitions 

Conceptualization 

.1582 

5.71 

of  single  entry  words 

Verbal  Meaning 

.1976 

7.34 

Reasoning 

.1471 

5.17 

Associative  Memory 

.1187 

3.22 

7.2  Finding  definitions 

Conceptualization 

.2082 

10.09 

of  iQultlple  entry  words 

Verbal  Meaning 

.2616 

13.02 

Reasoning 

.2084 

9.96 

8.1  Selecting  definitions 

Conceptualization 

.1466 

3.59 

of  single  entry  words 

Reasoning 

.2332 

7.86 

Conceptualization 

.1444 

4.66 

8.2  Selecting  definitions 
of  multiple  entry  words 

Verbal  Meaning 

.1647 

5.74 

Reasoning 

.2954 

12.51 

er|c 


PROCESSES  s B atod  — Word  Functions  Skllla 


mi 


Table  A41  (Continued) 


Intellectual 

7. 

Contri- 

Basal reading  skills 

processes 

^1 

bution 

Conceptualization 

.2170 

10.24 

9*1  Interpreting  single 
pronunciation  symbols 

Verbal  Meaning 

.2014 

8.91 

Reasoning 

.2686 

13.13 

9*2  Interpreting  multiple 
pronunciation  syinbols 

Verbal  Meaning 

.2425 

5.88 

Table  M2 

Standard  Partial  Regression  Coefficients  ami 

Corresponding  Percentage  Contributions: 

Word  Functions  Skills 

Intellectual 

7. 

Contri- 

Basal reading  skills 

processes 

®1 

^1 

*1 

bution 

Conceptualization 

.1674 

7.58 

14.1  Recognizing 
functions  of  nouns 

Verbal  Meaning 

.2487 

11.79 

Reasoning 

.2513 

12.12 

Associative  Memory 

.0707 

2.07 

14.2  Recognizing 

Conceptualization 

.1919 

9.90 

functions  of  verbs 

Verbal  Meaning 

.2581 

13.77 

Reasoning 

.2745 

14.99 

Conceptualization 

.2174 

10.16 

14.3  Recognizing 
functions  of  adjectives 

Verbal  Meaning 

.1997 

8.89 

Reasoning 

.2375 

11.21 

PROCESSESi  B and  Comorehenaton  Skllla 


mi 


Table  M2  (Continued) 


Intellectual 

% 

Contri- 

Basal reading  slcllls 

processes 

*1 

bution 

Associative  Memory 

.1051 

3.07 

14«4  Recognizing 

Conceptualization 

.1745 

7.96 

functions  of  adverbs 

Verbal  Meaning 

.1860 

8.41 

Reasoning 

.2540 

12.37 

15*1  Specifying 

Verbal  Meaning 

.2419 

10.38 

functions  of  nouns 

Reasoning 

.3518 

16.91 

Conceptualization 

.1584 

6.94 

15,2  Specifying 
functions  of  verbs 

Verbal  Meaning 

.1923 

8.39 

Reasoning 

.2939 

14.40 

Conceptualization 

.1432 

6.10 

15.3  Specifying 
functions  of  adjectives 

Verbal  Meaning 

.2204 

9.80 

Reasoning 

.2729 

12.96 

15*4  Specifying 
functions  of  adverbs 

Verbal  Meaning 

.1692 

.2391 

5.01 

7.87 

Reasoning 

Table  M3 

Standard  Partial  Regression  Coefficients  and 

Corresponding  Percentage  Contributions: 

Comprehension  Skills 

Intellectual 

7. 

Contri- 

Basal reading  skills 

processes 

»1 

^1 

bution 

16*1  Identifying  cause- 

Conceptualization 

• 2078 

8.75 

effect  relationships 
directly  stated  In 

Verbal  Meaning 

• 2009 

8.18 

sentences 

Reasoning 

• 1754 

7.09 

o 

ERIC 
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Table  A43  (Continued) 


Intellectual 

7. 

Basal  reading  skills 

processes 

®i 

Contri- 

bution 

17 .3  Identifying  main 

Conceptual izat ion 

.1975 

9.66 

ideas  directly  stated 

Verbal  Meaning 

.2233 

10.81 

in  paragraphs 

Reasoning 

.2878 

15.06 

Associative  Memory 

.0751 

2.17 

17*1  Identifying  main 

Conceptual izat ion 

.2159 

10.98 

ideas' directly  stated 
in  stories 

Verbal  Meaning 

.2271 

11.43 

Reasoning 

.2501 

13.05 

16*2  Identifying  cause*- 

Conceptual izat ion 

.2230 

10.81 

effect  relationships 

Veri' al  Meaning 

.2964 

15.06 

implied  in  sentences 

Reasoning 

.1696 

7.77 

Conceptualization 
Verbal  Meaning 

.1688 

8.27 

17.4  Identifying  main 
ideas  implied  in  paragraphs 

.2863 

15.10 

Reasoning 

.2799 

14.89 

Associative  Memory 

.0694 

1.91 

17.2  Identifying  main 

Conceptualization 

.1645 

7.71 

ideas  implied  in  stories 

Verbal  Meaning 

.2203 

10.63 

Reasoning 

.2798 

14.43 

Associative  Memory 

.0827 

2.62 

17.5  Identifying  details 

Conceptual izat ion 

.2097 

11.36 

in  stories 

Verbal  Meaning 

.2507 

13.76 

Reasoning 

.2926 

16.84 

19.1  Interpreting 

Verbal  Meaning 

.2799 

11.18 

similes 

Reasoning 

.2259 

8.45 

PROCaaSSES!  B und  B(r^  — Comprehension  Skills 
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Xabji.e  M3  (Continued) 


Intellectual 

7. 

Contri- 

Basal reading  skills 

processes 

B4 

^i 

^1 

i 

bution 

Conceptualisation 

*2021 

9.08 

19*2  Interpreting 
idioms 

Verbal  Mieanlng 

*3160 

16.64 

Reasoning 

• 2336 

11.63 

Conceptualisation 

.1259 

4.13 

19.3  Interpreting 
hyperboles 

Verbal  Meaning 

.1627 

5.93 

Reasoning 

.2783 

11.82 

Conceptualisation 

.1190 

4.00 

19 «4  Interpreting 
personification 

Verbal  Meaning 

• 2830 

12.46 

Reasoning 

• 2004 

8.16 

Conceptualisation 

.1525 

6.23 

19*5  Interpreting 
metaphors 

Verbal  Meaning 

.3068 

15.66 

Reasoning 

.2605 

12.92 

i 

1 

i 


i, 


I 


f 
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Table  A44 

Trends  in  Achievement  by  the  Retarded  Group; 
Phonetic  Analysis  Skills 


df 

Mean 

Skill 

R.I.L. 

Means 

Source 

squares 

2 

6.70 

Linear 

1 

1.16 

10.1  Associating  vowel 

3 

7.04 

Quadratic 

1 

0.08 

letters  and  sounds 

4 

6.85 

Cubic 

1 

1.16 

5 

7.07 

Error 

104 

2.75 

2 

16.81 

Linear 

1 

0.47 

10.2  Associating  con- 
sonant letters  and 

3 

16.74 

Quadratic 

1 

0.59 

sounds 

4 

16.48 

Cubic 

1 

0.60 

5 

16.70 

Error 

104 

10.15 

2 

3.44 

Linear 

1 

0.82 

10.3  Associating  con- 
sonant digraphs  and 

3 

3.44 

Quadratic 

1 

0.01 

sounds 

4 

3.67 

Cubic 

1 

0.31 

5 

3.63 

Error 

104 

1.34 

2 

16.04 

Linear 

1 

0.47 

10.8  Associating  con- 
sonant blends  and 

3 

14.89 

Quadratic 

1 

6.26 

sounds 

4 

15.74 

Cubic 

1 

12.45 

5 

15.56 

Error 

104 

17.23 

2 

10.96 

Linear 

1 

222.98 

11.3  Using  spelling 

3 

10.59 

Quadratic 

1 

1.56 

patterns 

4 

14.00 

Cubic 

1 

67.56 

5 

14.11 

Error 

104 

22.16 

13.1  Identifying  sylla 

2 

m 

mm  mm 

Linear 

1 

54.00 

bles  in  orally  and 

3 

10.67 

Quadratic 

1 

4.17 

visually  presented 
short  words 

4 

11.19 

Cubic 

1 

M 

5 

12.67 

Error 

78  . 

15.15 

TRENDS  IN  ACHIEVEMENTS  Retarded  Group 


Table  A44  .(Continued) 


.A3A8, 


Skill 

lEt  A X# 

Means 

Source 

df 

Mean 

squares 

2 

mm 

Linear 

1 

68.91* 

12,1  Identifying  sylla«  « 
bles  in  visually 

9.15 

Quadratic 

1 

0.50 

presented  short  words 

4 

10.11 

Cubic 

1 

mm 

5 

11.41 

Error 

78 

15.67 

13.2  Identifying  sylla-  ^ 

mm 

Linear 

1 

20.17 

bles  in  orally  and 

3 

2.85 

Quadratic 

1 

0.06 

visually  presented 
long  words 

4 

3.41 

Cubic 

1 

5 

t^.Ol 

Error 

78 

13.48 

2 

mm 

Linear 

1 

25.35 

12.2  Identifying  sylla< 
bles  in  visually 

3 

2.33 

Quadratic 

1 

0.75 

presented  long  words 

4 

3.22 

Cubic 

1 

mm 

5 

3.70 

Error 

78 

11.26 

* ** 

P <,05;  P <.01 

Table  A45 

Trends  in  Achievement  by  the  Retarded  Group 

a 

• 

Structural  Analysis  Skills 

Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

^ . wo 

2 

14.85 

Linear 

1 

629.42 

3.1  Identifying  com- 

3 

18.11 

Quadratic 

1 

46.68 

ponents  of  compounds 

4 

20.59 

Cubic 

1 

1.56 

5 

21,22 

Error 

104 

24.19 

TRENDS  IN  ACHIEVEMENT;  Retarded  Group 
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Table  A45  (Continued) 


Skill  R. 

I.L. 

Means 

Source 

df 

Mean 

squares 

2 

5.07 

Linear 

1 

108.45 

4.1  Identifying  roots, 

3 

5.85 

Quadratic 

1 

1.33 

endings,  and  suffixes 

4 

7.26 

Cubic 

1 

3.92 

5 

7.59 

Error 

104 

5.07 

2 

1.56 

Linear 

1 

77.B2 

4.2  Identifying  roots 

3 

1.37 

Quadratic 

1 

0.23 

and  prefixes 

4 

3.41 

Cubic 

1 

24.49 

5 

3.41 

Error 

104 

8.50 

2 

2.52 

Linear 

1 

^ ** 
30.82 

4.4  Identifying  roots 

3 

3.00 

Quadratic 

1 

2.08 

and  multiple  affixes 

4 

3.89 

Cubic 

1 

2.54 

5 

3.81 

Error 

104 

4.36 

2 

3.56 

Linear 

1 

irk 

147.27 

2.1  Translating 

3 

4.81 

Quadratic 

1 

13.37 

contractions 

4 

6.59 

Cubic 

1 

8.07 

5 

6.44 

Error 

104 

10.04 

2 

2. 78 

Linear 

1 

161.16^ 

4.3  Locating  roots  by 

.3 

3.67 

Quadratic 

1 

0.45 

using  root-change  rules 

4 

5.26 

Cubic 

1 

3.75 

5 

5.89 

Error 

104 

11.95 

2 

1.22 

Linear 

1 

48.60 

l.l  Changing  roots  by 

3 

1.26 

Quadratic 

1 

3.70 

using  root -change  rules 

4 

2.15 

Cubic 

1 

1.56 

5 

2.93 

Error 

104 

4.99 

<.01. 


Table  A46 


Trends  in  Achievement  by  the  Retarded  Group; 

Dictionary  Skills 


Skill  R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

wm  M 

Linear 

1 

* 

90.74 

5.1  Identifying  alpha-  « 

6.93 

Quadratic 

1 

7.14 

betical  sequences  based 

on  first  letter  4 

8.85 

Cubic 

i 

mm  m 

5 

9.52 

Error 

78 

14.90 

2 

Linear 

1 

* 

104.17 

5.2  Identifying  alpha-  , 

3.85 

Quadratic 

1 

24.50 

betical  sequenees  based 

on  third  letter  4 

6.41 

Cubic 

i 

mm 

5 

6.63 

Error 

78 

16.31 

9 

mm  mm 

Linear 

1 

121.50 

5.3  Identifying  alpha- 

betical  sequences  based  3 

2.44 

Quadratic 

1 

40.  yu 

on  first,  second,  or  , 

5.59 

Cubic 

1 

M mm 

third  letter  _ . _ 

5 

5.44 

Error 

78 

18.25 

2 

m m 

Linear 

1 

** 

271.13 

6.3  Using  dictionary  3 

5.59 

Quadratic 

1 

0.06 

guide  words  ^ 

7.89 

Cubic 

1 

MM* 

5 

10.07 

Error 

78 

26.22 

2 

mm  mm 

Linear 

1 

127.57 

7.1  Finding  definitions  3 

3.37 

Quadratic 

1 

12.50 

of  single  entry  words  , 

4.07 

Cubic 

1 

mm  mm 

5 

6.44 

Error 

78 

10.81 

2 

Linear 

1 

216.00** 

7.2  Finding  definitions  3 

3.56 

Quadratic 

1 

10.89 

of  multiple  entry  words  ^ 

4.78 

Cubic 

1 

mm 

5 

7.56 

Error 

78 

14.33 

TRENDS  IN  ACHIEVEMBNr;  Retarded  Group 


A351 


Table  A46  (Continued) 


Skill  R 

• I.L. 

Means 

Source 

df 

Mean 

squares 

8.1  Selecting  definl- 

2 

»«• 

Linear 

1 

9.80 

tions  of  single  entry 

3 

mm 

Quadratic 

1 

« 

words 

4 

5.63 

Cubic 

1 

m m 

5 

6.48 

Error 

52 

15.52 

8,2  Selecting  defini- 

2 

Linear 

1 

1.19 

tions  of  multiple  entry 

3 

wm  mt 

Quadratic 

1 

words 

4 

3.81 

Cubic 

1 

— 

5 

4.11 

Error 

52 

7.98 

2 

m m 

Linear 

1 

11.57 

9,1  Interpreting  single 

3 

4.48 

Quadratic 

1 

0.15 

pronunciation  symbols 

4 

4.85 

Cubic 

1 

mm 

5 

5.41 

Error 

78 

8.09 

2 

•ii. 

Linear 

1 

1.50 

9,2  Interpreting  multi- 
ple pronunciation 

3 

1.63 

Quadratic 

1 

0.15 

symbols 

4 

1.70 

Cubic 

1 

mm 

5 

1.96 

Error 

78 

2.91 
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Table  A47 


Trends  in  Achievement  by  the  Retarded  Groups 
Word  Functions  Skills 


Skill 


R.I.L. 


Means 


Source 


df 


Mean 
squares 


2 

2.52 

Linear 

1 

U3.90 

14.1  Recognizing  func- 

3 

3.52 

Quadratic 

1 

13.37 

tions  o£  nouns 

4 

5.37 

Cubic 

1 

13.07 

5 

4.96 

Error 

104 

5.70 

2 

2.30 

Linear 

1 

icic 

78.59 

14.2  Recognizing  func- 

3 

2.78 

Quadratic 

1 

14.81 

tions  of  verbs 

4 

5.07 

Cubic 

1 

35.27 

5 

4.07 

Error 

104 

4.88 

2 

2.15 

Linear 

1 

jkTC 

102.27 

14.3  Recognizing  func- 

3 

2.74 

Quadratic 

1 

0.01 

tions  of  adjectives 

4 

4.00 

Cubic 

1 

2.27 

5 

4.63 

Error 

104 

4.37 

2 

2.07 

Linear 

1 

43.92 

14.4  Recognizing  func- 

3 

2.33 

Quadratic 

1 

0.00 

tions  of  adverbs 

4 

3.37 

Cubic 

1 

3.27 

5 

3.63 

Error 

104 

3.97 

2 

2.X9 

Linear 

1 

42.22** 

15.1  Specifying  func- 

3 

2.63 

Quadratic 

1 

0.45 

tions  of  nouns 

4 

3.56 

Cubic 

1 

2.02 

5 

3.74 

Error 

104 

5.60 

2 

2.19 

Linear 

1 

icic 

43.35 

15.2  Specifying  func- 

3 

0 A7 

if 

Quadratic 

1 

1.12 

tions  of  verbs 

4 

3.67 

Cubic 

1 

J. . 

2.82 

5 

3.74 

Error 

104 

3.97 
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Table  A47  (Continued) 


Skill 

Re 

Means 

Source 

df 

Mean 

squares 

2 

1.37 

Linear 

1 

86.40 

15.3  Specifying  func- 

3 

2.37 

Quadratic 

1 

4.48 

tions  of  adjectives 

4 

3.48 

Cubic 

1 

1.45 

5 

3.67 

Error 

104 

3.76 

2 

1.59 

Linear 

1 

14.67 

15.4  Specifying  func- 

3 

2.52 

Quadratic 

1 

11.34 

tions  of  adverbs 

4 

2.93 

Cubic 

1 

0.09 

5 

2.56 

Error 

104 

3.88 

P <.01. 

Table  A48 


Trends  in  Achievement  by  the  Retarded  Group: 
Comprehension  Skills 


Skill  R. 

H 

. 

. 

Means 

Source 

df 

Mean 

squares 

2 

6.63 

Linear 

1 

^sie 

107.56 

16.1  Identifying  cause- 
effect  relationships 

3 

6.52 

Qtiadratic 

1 

0.75 
23. 6S 

directly  stated  in 

4 

8.67 

Cubic 

1 

sentences 

5 

8.89 

Error 

104 

2.94 

2 

3.63 

Linear 

1 

117.60** 

17.3  Identifying  main 

a 

4.56 

Quadratic 

1 

1.81 

ideas  dir-sctly  stated 
in  paragraphs 

4 

5.89 

Cubic 

1 

2.40 

5 

6.30  > 

. Error 

104 

4.40 
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Table  A48  (Continued) 


Skill 

Means 

Source 

df 

Mean 

squares 

2 

2.96 

Linear 

1 

104.02 

17.1  Identifying  tnain 
ideas  directly  stated 

3 

3.63 

Quadratic 

1 

6.75 

in  stories 

4 

4.07 

Cubic 

1 

2.82 

5 

5.74 

Error 

104 

3.70 

2 

5.78 

Linear 

1 

140.05** 

16.2  Identifying  cause- 
effect  relationships 

3 

6.96 

Quadratic 

1 

4.90 

implied  in  sentences 

4 

8.37 

Cubic 

1 

2.27 

5 

8.70 

Error 

1 

3.17 

2 

3.52 

Linear 

1 

92.09 

17.4  Identifying  main 
ideas  implied  in 

3 

4.04 

Quadratic 

1 

0.45 

paragraphs 

4 

5.52 

Cubic 

1 

6.45 

5 

5.78 

Error 

104 

5.16 

2 

3.85 

Linear 

1 

162.25 

17.2  Identifying  main 

3 

4.78 

Quadratic 

1 

4.48 

ideas  implied  in  stories 

4 

6.74 

Cubic 

1 

11.27 

5 

6.85 

Error 

1(M^ 

4.70 

2 

6.48 

Linear 

1 

368.36 

17*5  Identifying 
details  in  stories 

3 

8.78 

10.85 

Quadratic 

1 

23.15 

4 

Cubic 

1 

2.67 

5 

11.30 

Error 

104 

20.25 

2 

5.33 

Linear 

1 

13.07* 

19.1  Interpreting 
similes 

3 

5,44 

5.89 

Quadratic 

1 

0.33 

4 

Cubic 

1 

0.27 

5 

6.22 

Error 

104 

2.63 
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Table  A48  (Continued) 


• 

Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

3.70 

Linear 

1 

48.60** 

19.2  Interpreting 

3 

3.89 

Quadratic 

1 

1.33 

idioms 

4 

4.78 

Cubic 

1 

1.25 

5 

5.41 

Error 

104 

4.28 

2 

7A* 

Linear 

1 

0.15 

19.3  Interpreting 

3 

5.11 

Quadratic 

1 

1.56 

hyperboles 

4 

5.00 

Cubic 

1 

0.31 

5 

4.89 

Error 

104 

4.14< 

2 

3.85 

Linear 

1 

61.34** 

19.4  Interpreting 

3 

5.07 

Quadratic 

1 

17.93 

personification 

4 

6.15 

Cubic 

1 

2.40 

5 

5.74 

Error 

104 

4.75 

2 

2.85 

Linear 

1 

112.98 

19.5  Interpreting 

3 

3.93 

Quadratic 

1 

0.23 

metaphors 

4 

4.74 

Cubic 

1 

0.15 

5 

5.63 

Error 

104 

3.76 

2 

5.48 

Linear 

1 

86.40** 

20.1  Predicting 

3 

7.26 

Quadratic 

1 

0.15 

37.34** 

outcomes  and  actions 

4 

6.48 

Cubic 

1 

5 

8.41 

Error 

104 

5.18 

1 TF--  ■ 

2 

6.15 

Linear 

1 

145.19 

20.2  Discriminating 

3 

8.44 

Quadratic 

1 

1.33 

betr^een  fact  and 
fiction 

4 

7.26 

Cubic 

1 

74.07** 

5 

10.00 

Error 

104 

6.45 
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Tab;l«  A46  (CobtlniMid) 


Skill 

R# 

Means 

Source 

df 

Mean 

squares 

2 

4.78 

Linear 

1 

45.65 

20.3  Dlscrlatlnatlng  » 

between  fact  and  ^ 

5.19 

Quadratic 

1 

;i.68 

opinion 

4 

5.56 

Cubic 

1 

0.67 

5 

6.59 

Error 

104 

4.44 

P<.05;  P <.01 

Table  A49 

Trends 

in  Achievement  by  the  Retarded  Group: 

Identifying  Words  at  Sight 

Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squAres 

2 

13.30 

Linear 

1 

1964.63 

18.1  Identl^lng 
words  at  sight 

3 

15.52 

20.00 

Quadratic 

1 

35.59 

4 

Cubic 

1 

6.67 

5 

24.52 

Error 

104 

43.43 

•kk. 


P <.01 


o 
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Tal)Ie  A50 

Traxidt  la  Achievmeat  by  the  Normal  Group; 
Phonetic  Analysis  Skills 


Skill  R 

•I.L. 

Means 

Source 

d£ 

Mean 

squores 

2 

6.96 

Linear 

1 

2.67 

10.1  Associating  vowel 

3 

7.67 

Quadratic 

1 

1.33 

letters  and  sounds 

4 

7.30 

Cubic 

•4. 

3.92 

5 

7.56 

Error 

104 

2.22 

2 

17.33 

Linear 

1 

0.00 

10.2  Associating  con- 
sonant letters  and 

3 

17.78 

Quadratic 

1 

0.75 

sounds 

4 

16.85 

Cubic 

1 

12.76 

5 

17.63 

Error 

104 

7.02 

2 

3.78 

Linear 

1 

0.27 

10.3  Associating  con- 
sonant digraphs  and 

3 

3.26 

Quadratic 

1 

0.59 

sounds 

4 

3.93 

Cubic 

1 , 

5.81 

5 

3.70 

Error 

104 

1.34 

** 

2 

15.33 

Linear 

1 

101.40 

10.8  Associating  con- 
sonant blends  and 

3 

15.52 

Quadratic 

1 

1.81 

sounds 

4 

16.52 

Cubic 

1 

11.27 

5 

18.22 

Error 

104 

14.52 

12.00 

2 

Linear 

1 



498.82 

11.3  Using  spelling 

3 

15.63 

Quadratic 

1 

52.08 

patterns 

4 

17.07 

Cubic 

1 

3.24 

5 

17.93 

Error 

104 

30.08 

** 

13.1  Identifying 

2 

mm 

Linear 

1 

83.13 

syllables  in  orally 

3 

12.52 

Quadratic 

1 

0.30 

and  visually  presented 
short  words 

4 

13.63 

Cubic 

1 

mm  mm 

5 

15,00 

Error 

78 

8.78 

TRENDS  IN  ACHIEVEMENT;  Normal  Group 


.AML 


Table  A5Q  (Continued) 


df 

Mean 

Skill 

R.I.L, 

Means 

Source 

squares 

** 

2 

• •••• 

Linear 

1 

174.24 

12.1  Identifying  syl- 
lables in  visually 

3 

9.74 

Quadratic 

1 

10.38 

presented  short  words 

4 

12.30 

Cubic 

1 

— 

5 

13.33 

Error 

78 

9.50 

13.2  Identifying  syl- 

2 

Linear 

1 

64.46 

ic 

lables  in  orally  and 

3 

7.93 

Quadratic 

1 

102.72 

visually  presented 
long  words 

4 

6.63 

Cubic 

1 

mm 

5 

10.11 

Error 

78 

17.01 

2 

mm  mm 

Linear 

1 

90.74 

12.2  Identifying  syl- 
lables in  visually 

3 

4.07 

Quadratic 

1 

13.06 

presented  long  words 

4 

4.52 

Cubic 

1 

— 

\ 

5 

6.67 

Error 

78 

11.37 

*P  <.05;**P  <.01. 


Table  A51 


Trends  in  Achievement  by  the  Normal  Group; 
• Structural  Analysis  Skills 


Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

12.67 

Linear 

1 

1594.79** 

3.1  Identifying  com- 

3 

17.26 

Quadratic 

1 

7.26 

ponents  of  compounds 

4 

19.74 

Cubic 

1 

13 . 70 

5 

23.30 

Error 

104 

1(6.73 

2 

5.19 

Linear 

1 

211.56 

4.1  Identifying  roots. 

3 

6.74 

Quadratic 

1 

6.26 

endings,  and  suffixes 

4 

6.81 

Cubic 

1 

20.81 

5 

9.33 

Error 

104 

2.28 
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Table  A51  (Cbntltiiued) 


df 

Mean 

Skill 

R.I.L. 

Means 

Source 

squares 

2 

0.48 

Linear 

1 

758.52 

4.2  Identifying 

3 

2.41 

Quadratic 

1 

5.33 

roots  and  prefixes 

4 

4.78 

Cubic 

1 

0.00 

5 

7.59 

Error 

104 

5.79 

2 

1.74 

Linear 

1 



273.07 

4.4  Identifying  roots 

3 

3.33 

Quadratic 

1 

0.04 

and  multiple  affixes 

4 

4.44 

Cubic 

1 

1.45 

5 

6.11 

Error 

104 

3.27 

2 

5.33 

Linear 

1 

352.03 

2.1  Translating 

3 

4.89 

Quadratic 

1 

37.93 

contractions 

4 

7.81 

Cubic 

1 

25.79 

5 

9.74 

Error 

104 

6.90 

2 

2.15 

Linear 

1 

1014.07 

4.3  Locating  roots 
by  using  root-change 

3 

5.22 

Quadratic 

1 

8.33 

rules 

4 

6.63 

Cubic 

1 

26.67 

5 

10.81 

Error 

104 

7.10 

ti 

** 

2 

0.44 

Linear 

1 

470.40 

1.1  Changing  roots  by 

3 

2.07 

Qtiadratic 

1 

9.48 

using  root-change 
rules 

4 

3.41 

Cubic 

1 

4.37 

5 

6.22 

Error 

104 

4.71 

*P  <.05;  P <.01. 
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Table  A52 


Trends  In  Achievement  by  the  Normal  Group: 
Dictionary  Skills 


Skill  R.I.L. 

Means 

Source 

df 

Mean 

squares 

0 

Linear 

1 

112.67 

5.1  Identifying  alpha- 

betical  sequences  3 

8.44 

Quadratic 

1 

u.uu 

based  on  first  , 

9.89 

Cubic 

1 

'mm 

letter 

5 

11.33 

Error 

78 

5.9/ 

9 

Linear 

1 

696.96** 

Identifying  alpha- 

betical  sequences  3 

3.11 

Quadratic 

1 

0.89 

based  on  third  , 

6.93 

Cubic 

1 

m 

letter 

5 

10.30 

Error 

78 

8.16 

2 

Linear 

1 

567.13** 

5.3  Identifying  alpha- 

betical  sequences  based  3 

1.67 

Quadratic 

1 

94.60 

on  first,  second,  or  . 

3-33 

Cubic 

1 

m m 

third  letter 

5 

8.15 

Error 

78 

11.56 

2 

Linear 

1 

1462.24 

156.06* 

- 3 

6.74 

Quadratic 

1 

6.3  Using  dictionary 

guide  words  4 

9.00 

Cubic 

1 

m m 

5 

17.15 

Error 

78 

29.88 

2 

••  «• 

L:lnear 

1 



633.80 

3 

3-QA 

Quadratic 

1 

96.45 

7.1  Finding  definitions 

of  single  entry  words  4 

4.15 

Cubic 

1 

m m 

5 

9.89 

Error 

78 

8.37 

2 

mm  m 

Linear 

1 

1300.46** 

7.2  Finding  definitions  3 

2.85 

Quadratic 

1 

idc 

254.38 

of  multiple  entry  words  ^ 

4.00 

Cubic 

1 

m m 

i 5 

12.67 

Error 

78 

12.48 
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Table  A52  (Continued) 


Skill  R.I.L, 

Means 

Source 

d£ 

Mean 

squares 

2 

m m 

Linear 

1 

'hit 

332.52 

8.1  Selecting  defini- 

3 

m «■ 

Quadratic 

1 

m mm 

tions  of  single  entry 

L 

4.52 

Cubic 

1 

m mm 

words  . 

5 

9.48 

Error 

52 

9.53 

2 

m m 

Linear 

1 

133.80 

8*2  Selecting  defini- 

3 

m *• 

Quadratic 

1 

m m 

tions  of  multiple 

L 

3.63 

Cubic 

1 

mm  m 

entry  words  _ 

5 

6.78 

Error 

52 

5.Zi 

2 

Linear 

1 

167.13 

$vl  Interpreting  single 

3 

4.59 

Quadratic 

1 

10.38 

pronunciation  symbols 

4 

7.11 

Cubic 

1 

u mm 

5 

8.11 

Error 

78 

8.13 

2 

mm  mm 

Linear 

1 

7.41 

9.2  Interpreting 

3 

0.70 

Quadratic 

1 

18.00 

multiple  pronunciation 

4 

2.07 

Cubic 

1 

tm  mm 

symbols 

5 

1.44 

Error 

78 

2.05 

* 

P <^05;  P <.01. 


Table  A53 


Trends  in  Achievement  by  the  Normal  Group: 
Word  Fxmctions  Skills 


Skills 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

3.52 

Linear 

1 

195.60 

14.1  Becognining 

3 

3.30 

Quadratic 

1 

52.08 

functions  of  nouns 

4 

4.56 

Cubic 

1 

0.05 

5 

7.11 

Error 

104 

4.54 
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Table  A53^ (Continued) 

Skill 

R«X  «L« 

Means 

Source 

df 

Mean 

squares 

2 

2.15 

Linear 

1 

294.82 

14.2  Recognizing 

3 

3.00 

Quadratic 

1 

8.90 

functions  of  verbs 

4 

4.56 

Cubic 

1 

0.09 

5 

6.56 

Error 

104 

• 

CO 

2 

2.26 

Linear 

1 

163.35 

14.3  Recognizing 

3 

2.44 

Quadratic 

1 

34.45** 

functions  of 

4 

3.22 

Cubic 

1 

1.56 

adjectives 

5 

5.67 

Error 

104 

2 

2.37 

Linear 

1 

88.82 

14.4  Recognizing 

3 

2.19 

Quadratic 

1 

- ** 
36.75 

functions  of  adverbs 

4 

2.74 

Cubic 

1 

0.98 

5 

4.89 

Error 

104 

2.79 

2 

2.41 

Linear 

1 

58.67 

15.1  Specifying 

3 

2.78 

Quadratic 

1 

8.33 

functions  of  nouns 

4 

3.04 

Cubic 

1 

2.40 

5 

4.52 

Error 

104 

3.55 

2 

2.26 

Linear 

1 

icif 

131.03 

15.2  Specifying 

3 

2.70 

Quadratic 

1 

4.48 

functions  of  verbs 

4 

3.89 

Cubic 

1 

0.60 

5 

5.15 

Error 

104 

3.80 

2 

2.04 

Linear 

1 

66.15** 

15.3  Specifying 

3 

2.44 

Quadratic 

1 

5.79 

functions  of 

4 

2.89 

Cubic 

1 

0.98 

adjectives  ^ 

5 

4.22 

Error 

104 

3 • il3 

2 

2.15 

Linear 

1 

2.54 

15.4  Specifying 

3 

2.44 

Quadratic 

1 

2.08 

functions  of  adverbs 

4 

1.93 

Cubic 

1 

6.45 

5 

2.78 

Error 

104 

2.08 

P <.01. 
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Table  A54 


Trends  in  Achievement  by  the  Normal  Group; 
Comprehension  Skills 


Skill  R.I.I.. 

Means 

Source 

df 

Mean 

squares 

Oi 

6.70 

Linear 

1 

116.67 

16.1  Identifying  cause«* 
effect  relationships 

3 

7.30 

Quadratic 

1 

1.12 

* 

directly  stated  in 

4 

9.04 

Cubic 

1 

9.87 

sentences 

5 

9.22 

Error 

104 

2.45 

iHe 

2 

3.96 

Linear 

1 

165.56 

17*3  Identifying  main 
ideas  directly  stated 

3 

5.07 

Quadratic 

1 

3.34 

in  paragraphs 

4 

6.70 

Cubic 

1 

4.09 

5 

7.11 

Error 

104 

3.20 

** 

2 

3.33 

Linear 

1 

177.96 

17.1  Identifying  main 
ideas  directly  stated 

3 

4.67 

Quadratic 

1 

0.33 

in  stories 

4 

5.70 

Cubic 

1 

0.19 

5 

6.81 

Error 

104 

4.02 

** 

16.2  Identifying  cause* 

2 

6.22 

Linear 

1 

172.27 

effect  relationships 

3 

7.52 

Quadratic 

1 

1.12 

implied  in  sentences 

4 

8.70 

Cubic 

1 

0.05 

5 

9.59 

Error 

104 

2.67 

2 

3.59 

Linear 

1 

iek 

288.94 

17.4  Identifying  main 
ideas  implied  in 

3 

4.41 

Quadratic 

1 

5.79 

paragraphs 

4 

6.15 

Cubic 

1 

'1.16 

5 

7.89 

Error 

104 

5,41 

2 

4.59 

Linear 

1 

128.09 

17.2  Identifying  main 

3 

5.19 

Quadratic 

1 

1.56 

ideas  implied  in  stories 

‘ 4 

6.37 

Cubic 

1 

0.67 

5 

7.44 

Error 

104 

3.11 

A364 
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Table  A54  (Continued) 


Skill 

R*X#Xi« 

r 

Means 

Source 

df 

Mean 

squares 

2 

6.19 

Linear 

1 

1434.07 

17.5  Identifyinp 

3 

7.41 

Quadratic 

1 

35.59 

details  in  stories 

4 

12.00 

Cubic 

1 

26.67 

5 

15.52 

Error 

104 

21.99 

2 

6.67 

Linear 

1 

0.22 

19.1  Interpreting 

3 

6.48 

Quadratic 

1 

0.01 

similes 

4 

6.89 

Cubic 

1 

2.02 

5 

6.67 

Error 

104 

0.92 

2 

5.00 

Linear 

1 

* 

16.71 

19.2  Interpreting 

3 

5.26 

Quadratic 

1 

10.08 

idioms 

4 

6.67 

Cubic 

1 

16.71 

5 

5.70 

Error 

104 

3.22 

2 

5.81 

Linear 

1 

1.67 

19.3  Interpreting 

3 

5.70 

Quadratic 

1 

2.37 

hyperboles 

4 

6.59 

Cubic 

1 

9.07 

5 

5.89 

Error 

104 

3.22 

2 

6.33 

Linear 

1 

* 

9.07 

19.4  Interpreting 

3 

6.26 

Quadratic 

1 

1.81 

* 

11.85 

personification 

4 

7.41 

Cubic 

1 

5 

6.81 

Error 

104 

2.15 

2 

4.52 

Linear 

1 

** 

38.94 

19.5  interpreting 

3 

4,89 

Quadratic 

1 

0.45 

metaphors 

4 

5.48 

Cubic 

1 

0.05 

5 

6.11 

Error 

104 

2.45 

Tpmms  iH  ACHrrn"”Ti 

Table  AS4  (Continued) 


A365 


P<.05;  P<.01 


Table  ASS 

Ttenda  In  Achievement  l>y ‘“e  Ho^l  Group: 
Taanclfvlne  Words  at  Sight 


o 

ERIC 


*1?  <.0l 
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Table  A56 

Trends  in  Achievement  by  the  Superior  Group: 
Phonetic  Analysis  Skills 


Skill 

R.X.L. 

Means 

Source 

d£ 

Mean 

squares 

17  11  1 

2 

7 ,39 

Linear 

1 

10.65 

10«1  Associating  vowel 

3 

7.39 

Quadratic 

1 

5.26 

letters  and  sounds 

4 

7.43 

Cubic 

1 

0.87 

5 

8.39 

Error 

88 

^ 1.39 

2 

18.22 

Lj.near 

1 

5.88 

10.2  Associating  con- 
sonant letters  and 

3 

19.04 

Quadratic 

1 

2.13 

52.90T* 

sounds 

4 

16.78 

Cubic 

1 

5 

18.22 

Error 

88 

3.92 

2 

3.78 

Linear 

1 

•k 

4.60 

10*3  Associating  con- 
sonant digraphs  and 

3 

4.52 

Quadratic 

1 

0.00 

sounds 

4 

3.91 

Cubic 

1 

8.36 

5 

4.65 

Error 

88 

0.99 

2 

15.04 

Linear 

1 

2.09 

10*8  Associating  con- 
sonant blends  and 

3 

16. 7C 

Quadratic 

1 

3.92 

»2m3U 

sounds 

4 

13.96 

Cubic 

1 

143.58 

5 

16.33 

Error 

88 

7.S4 

2 

13.65 

Linear 

1 

1326.00 

11.3  Using  spelling 

3 

21.48 

Quadratic 

1 

94.01 

patterns 

4 

21.23 

Cubic 

1 

186.80* 

5 

25.04 

Error 

88 

28.59 

13.1  Identifying 

2 

m «» 

Linear 

1 

8.70* 

syllables  in  orally 

3 

14.96 

Quadratic 

1 

2.90 

and  visually  presented 
short  words 

4 

14.96 

Cubic 

1 

— 

5 

15.83 

Error 

66 

1.87 
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Table  A56  (Continued) 


Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

mm 

Linear 

1 

119.04 

12.1  Identifying  sylla* 
blea  in  visually 

• 

3 

11.83 

Quadratic 

1 

0.03 

presented  short  words 

4 

13.48 

Cubic 

1 

IMiHI 

5 

15.04 

Error 

66 

7.03 

13.2  Identifying 

2 

mm 

Linear 

1 

26.63 

it 

syllables  in  orally 

3 

12.00 

Quadratic 

1 

102,62 

and  visually  presented 
long  words 

4 

10.17 

Cubic 

1 

mm 

5 

13.52 

Error 

66 

19,29 

w>  ww 

2 

mm 

Linear 

1 

438.35 

12.2  Identifying  sylla* 
bles  in  visually 

m 

3 

5 . 22 

Quadratic 

1 

8.38 

presented  long  words 

4 

7.57 

Cubic 

1 

mm 

5 

11.39 

Error 

66 

18.80 

X"  

P <.05;  P <.01. 


Table  A57 

Trends  in  Achievement  by  the  Stq)erior  Group; 
Structural  Analysis  Skills 

Skill 

R.I.L. 

Means 

Source 

df 

Mesn 

squares 

2 

14.35 

Linear 

1 



1%2.18 

3.1  Identifying  com** 

3 

19.91 

Quadratic 

1 

** 

90,01 

ponents  of  compounds 

4 

22.13 

Cubic 

1 

8.63 

5 

23.74 

Error 

88 

12.41 

A368 


TRBWas  IN  ACHBVEMENlL:_SuP«rtor..  Sy.9W 

Tabl«  A57  (Contlnuad) 


Skill  It< 

Means 

Source 

df 

Mean 

squares 

2 

5.22 

Linear 

1 

wCK 

315.57 

4.1  Identifying  roots. 

3 

7.96 

Quadratic 

1 

7.92 

endings,  and  suffixes 

4 

8.87 

Cubic 

1 

7.06 

5 

10.43 

Error 

88 

2.65 

2 

0.70 

Linear 

1 

798.34** 

4.2  Identifying  roots 

3 

5.13 

Quadratic 

1 

ww 

36.57 

and  profits 

4 

6.96 

Cubic 

1 

8.36 

5 

8.87 

Error 

88 

4.74 

2 

1.65 

Linear 

1 

** 

150.37 

4.4  Identifying  roots 

3 

4.91 

Quadratic 

1 

64.45 

and  miltiple  affixes 

4 

5.39 

Cubic 

1 

5.65 

5 

5.30 

Error 

88 

4.65 

2 

6.61 

Linear 

1 

** 

206.23 

If 

2.1  Translating 

3 

9.22 

Quadratic 

1 

21.04 

contractions 

4 

10.09 

Cubic 

1 

2.82 

5 

10.78 

Error 

88 

tt.n 

2 

1.87 

Linear 

1 

1278.89** 

4.3  Locating  roots  by 

3 

8.04 

Quadratic 

1 

48.79 

^ ^ WW 

54.96 

using  root-change  rules 

4 

9.30 

Cubic 

1 

5 

12.57 

Error 

88 

7.41 

2 

0.35 

Linear 

1 

ick 

860.09 

1.1  Changing  roots  by 

3 

5.52 

Quadratic 

1 

5.75 

4c 

using  root-change  rules 

4 

5.35 

Cubic 

1 

108.11 

5 

9.52 

Error 

88 

19.72 
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Table  A58 


Trends  in  Achievement  by  the  Superior  Group: 

Dictionary  Skills 


Skill  R 

• I.I.. 

Means 

Source 

df 

Mean 

squares 

2 

m M* 

Linear 

1 

14.70* 

5.1  Identifying  alpha- 
betical sequences  based 

3 

10.87 

Quadratic 

1 

0.72 

on  first  letter 

4 

11.22 

Cubic 

1 

mm 

5 

12.00 

Error 

66 

3.37 

2 

Linear 

1 

** 

230.63 

5.2  Identifying  alpha- 
betical sequences  based 

3 

6.70 

Quadratic 

1 

23.54 

on  third  letter 

4 

10.17 

Cubic 

1 

5 

11.17 

Error 

66 

11.02 

5.3  Identifying  alpha- 

2 

— 

Linear 

1 

495.67 

ic 

betical  sequences  based 

3 

2.78 

Quadratic 

1 

71.02 

on  first,  second,  or 
third  letter 

4 

8.22 

Cubic 

1 

5 

9.35 

Error 

66 

16.68 

2 

mm 

Linear 

1 

1469.57 

6.3  Using  dictionary 

3 

8.91 

Quadratic 

1 

78.38 

guide  words 

4 

12.30 

Cubic 

1 

— 

5 

20.22 

Error 

66 

39.65 

2 

mm 

Linear 

1 

292.52 

7.1  Finding  definitions 

3 

6.26 

Quadratic 

1 

163.04** 

of  single  entry  words 

4 

5.52 

Cubic 

1 

«««ii 

5 

11.30 

Error 

66 

14.83 

2 

— 

Linear 

1 

Me 

570.52 

7.2  Finding  definitions 

3 

6.48 

Quadratic 

1 

84.52 

of  multiple  entry  words 

4 

7.65 

Cubic 

1 

5 

13.52 

Error 

66 

25.53 
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Tab'l6rA58  (Ctntlnued) 


Skill  R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

Linear 

1 

248.87 

8.1  Selecting  definl* 

3 

Quadratic 

1 

mm 

tlons  of  single  entry 

words 

4 

8.30 

Cubic 

1 

mm 

5 

12.96 

Error 

44 

11.72 

2 

mm 

Linear 

1 

mo 

8.2  Selecting  defini- 

3 

m m 

Quadratic 

1 

C3a» 

tions  of  multiple  entry 

words 

4 

5.61 

Cubic 

1 

mm 

5 

' 9.52 

Error 

44 

*T*T 

7.35 

2 

was 

Linear 

1 

339.67** 

9.1  Interpreting  single 

3 

6.35 

Quadratic 

1 

2.62 

pronunciation  symbols 

4 

8.65 

Cubic 

1 

mm 

5 

11.78 

Error 

66 

10.61 

2 

— 

Linear 

9.2  Interpreting  multi- 
ple pronunciation 

3 

0.43 

Quadratic 

symbols 

4 

1.43 

Cubic 

5 

2.04 

Error 

1 

1 

1 

66 


29.76 

0.59 


•kk 


2.25 
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Table  A59 


Trends  in  Achievement  by  the  Superior  Group: 
Word  Functions  Skills 


Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

3.61 

Linear 

1 

240,00 

14*1  Recognizing  func- 

3 

5.17 

Quadratic 

1 

0.15 

tions  of  nouns 

4 

6.87 

Cubic 

1 

0.19 

5 

8.26 

Error 

88 

4.79 

2 

2.87 

Linear 

1 

496.70 

14.2  Recognizing  fttnc** 

3 

4.52 

Quadratic 

1 

1.09 

tions  of  verbs 

4 

6.91 

Cubic 

1 

1.25 

5 

9.00 

Error 

88 

6.89 

2 

2.74 

Linear 

1 

398.23 

14,3  Recognizing  func- 

3 

3.61 

Qiiadratic 

1 

29.39 

tions  of  adjectives 

4 

5.26 

Cubic 

1 

0.56 

5 

8.39 

Error 

88 

4.32 

2 

2.00 

Linear 

1 

248.36 

14.4  Recognizing  func- 

3 

3.96 

Quadratic 

1 

1.57 

tions  of  adverbs 

4 

5.09 

Cubic 

1 

1.47 

5 

6.52 

Error 

88 

4.51 

2 

2.13 

Linear 

1 

224.00^ 

15.1  Specifying  func- 

3 

3.78 

Qxiadratic 

1 

0.88 

tions  of  nouns 

4 

5.09 

Cubic 

1 

0.11 

5 

6.35 

Error 

88 

4.50 

2 

1.83 

Linear 

1 

360.11 

15.2  Specifying  func- 

3 

4.00 

Quadratic 

1 

3.92 

tions  of  verbs 

4 

5.78 

Cubic 

1 

0.00 

5 

7.13 

Error 

88 

4.32 

ERIC 
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Tabl«  A59  (GcmtinueA) 


Skill 

R.l.L. 

Means 

Source 

df 

Kean 

squares 

2 

2.04 

Linear 

1 

296.00 

15.3  Specifying  func- 

3 

2.61 

Quadratic 

1 

14.88 

tions  of  adjectives 

4 

4.57 

Cubic 

1 

1.58 

5 

6.74 

Error 

88 

4.01 

2 

1.13 

Linear 

1 

102.37 

15.4  Specifying  func- 

3 

1.91 

Quadratic 

1 

0.01 

tions  of  adverbs 

4 

3.13 

Cubic 

1 

0.96 

5 

3.S7 

Error 

88 

4.54 

P <.05;  P <.01 


Table  A60 

Trends  in  Achievement  by  the  Superior  Group: 
Comprehension  Skills. 

Skill 

Means 

Source 

df 

Mean 

squares 

16.1  Identifying  cause* 

2 

m 

6.35 

Linear 

1 

153.82*" 

•kk 

effect  relationships 

3 

8.96 

Quadratic 

1 

27.17 

directly  stated  in 

4 

9.57 

Cubic 

1 

3.83 

sentences 

5 

10.00 

Error 

88 

1.84 

2 

4.65 

Linear 

1 

236.74^ 

17.3  Identifying  main 
ideas  directly  stated 

3 

6.57 

Quadratic 

1 

5.26 

in  paragraphs 

4 

8.00 

Cubic 

1 

0.00 

5 

8.06 

Error 

88 

4.27 

TREIfl)S  IN  ACHIEVEMENT!  Superior  Grpup^ 
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Table  A6G  (Continued) 


Skill 


R.l.L,  Means 


Source 


d£ 


Mean 

squares 


17.1  Identifying  main 
Ideas  directly  stated 
In  stories 

2 

3 

4 

5 

3.78 

6.61 

7.87 

8.35 

Linear 

Quadratic 

Cubic 

Error 

1 

1 

1 

88 

257.25 

31.70* 

0.70 

4.65 

2 

6.22 

Linear 

1 

184.09** 

16,2  Identifying  cause- 

3 

9.52 

Quadratic 

1 

32.88 

effect  relacionships 
Implied  in  sentences 

4 

9.52 

Cubic 

1 

20.45 

5 

10.43 

Error 

88 

2.28 

2 

3.78 

Linear 

1 

•Me 

388.98 

17.4  Identifying  main 

3 

6.96 

Quadratic 

1 

22.01 

Ideas  implied  in  _ 

paragraphs 

4 

8.26 

Cubic 

1 

3.03 

5 

9.48 

Error 

88 

5.72 

2 

5.22 

Linear 

1 

149.23 

17.2  Identifying  main 

3 

7.26 

Quadratic 

1 

8.52 

Ideas  implied  in 

stories 

4 

7.96 

Cubic 

1 

2.51 

5 

8.78 

Error 

88 

3.81 

2 

7.43 

Linear 

1 

1749.15*’* 

17.5  Identifying  details 

i 3 

11.35 

Quadratic 

1 

18.27 

in  stories 

4 

16.57 

Cubic 

1 

22.18 

5 

18.70 

Error 

88 

24.33 

2 

6.48 

Linear 

1 

* 

3.65 

19.1  Interpreting 

3 

7.13 

Quadratic 

1 

2.45 

similes 

4 

7.09 

Cubic 

1 

0.63 

5 

7.09 

Error 

88 

0.91 
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Table  A6&  (Co&tinue/l) 


Skill 

R.I.L. 

Means 

Source 

df 

Mean 

squares 

2 

5.35 

Linear 

1 

73.60 

19.2  Interpreting 

3 

7.30 

Quadratic 

1 

23.00 

idioms 

4 

7.87 

Cubic 

1 

0.70 

5 

7.83 

Error 

88 

1.09 

** 

2 

S.43 

Linear 

1 

26.30 

19.3  Interpreting 

3 

7.65 

Quadratic 

1 

34.09 

hyperboles 

4 

7.35 

Cubic 

1 

* 

7.83 

5 

7.13 

Error 

88 

1.89 

2 

5.65 

Linear 

1 

46.98 

19.4  Interpreting 

3 

/ .65 

Quadratic 

1 

28.27 

personification 

4 

7.91 

Cubic 

1 

1.83 

5 

7.70 

Error 

88 

2.40 

2 

4.91 

Linear 

1 

54.27 

19.5  Interpreting 

3 

6.87 

Quadratic 

1 

it 

8.52 

metaphors 

4 

6.57 

Cubic 

1 

12.56 

5 

7.30 

Error 

88 

1.97 

2 

7.26 

Linear 

1 

vvlT 

76.83 

20.1  Predicting 

3 

9.00 

Quadratic 

1 

0.00 

outcomes  and  actions 

4 

8.43 

Cubic 

1 

it 

24.43 

5 

10.17 

Error 

104 

3.80 

2 

8.65 

Linear 

1 

61.36 

20.2  Discriminating 
between  fact  and 

3 

10.61 

Quadratic 

1 

12.57 

fiction 

4 

10.61 

Cubic 

1 

6.82 

5 

11.09 

Error 

104 

4.46 
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T^bXe  A60'  (Gonti,iiued) 


Skill 

R.X.Ii. 

* Means 

Source 

1 ■ II 

df 

squares 

** 

2 

6.65 

Linear 

1 

85*23 

20.3  Discriminating 
between  fact  and 

3 

8.91 

Quadratic 

1 

7.35 

* 

opinion 

4 

8.52 

Cubic 

1 

20.03 

5 

9.65 

Error 

104 

4.23 

A fcfe 

P <.05;  P <.01. 


Table  A61 


Trends  in  Achievement  by  the  Superior  Group: 
Identifying  Words  at  Sight 


Skill 

RaXaXaa 

Means 

Source 

df 

Mean 

squares 

2 

10.61 

Linear 

1 

8097.61** 

^ ^ jnT 

18.1  Identifying 

3 

25.04 

Quadratic 

1 

392.39 

words  at  sight 

4 

30.57 

Cubic 

1 

105.22 

5 

36.74 

Error 

88 

39.26 

P <.01. 


APPENDIX  S 


BASIC  STATISTICAL  DATA; 
INTELLECTUALLY  RETABDED  AND  NORM^  GROUPS 
ACHXEVENENT  IN  THE  BASAL  BEADINS  SKILLS 

Level  of  Acquisition 
Rate  of  Acquisition 


KCRMAL  AND  RETARDED  GROUPS ! Lfcvel  of  /xQUlflltlQg 


mi 


Table  A62 


level  of  Acquleltlon  of  the  ilonnel  and  Retarded 
Group*:  Identifying  Words  at  Sight 


mrnmemmmmmt.. 

Means 

t ratio 

Relation- 

Skill 

R.X.L. 

Normal  Retarded 

df**106 

ship 

18.1  Identifying 

P 

14.43  14.41 

0.016 

N»R 

words  at  sight 

1 

24.24  22.26 

NHR 

Table  A63 


Level  of  Acquisition,  of  the  Ilortoal  and  Retarded  .* 
Groups:  Phonetic  Afislysis  Skills 


Skill 

R.I.L. 

Means 

Normal  Retarded 

t ratio 
d£-106 

Relation- 

ship 

10.1  Associating 
vowel  letters  and 

P 

7.31 

6.87 

1.519 

N*R 

sounds 

I 

7.43 

6.96 

1.478 

N»R 

10.2  Associating 
consonant  letters 

P 

17.56 

16.78 

1.494 

N*R 

and  sounds 

I 

17.24 

16.59 

1.086 

N«R 

10.3  Associating 
consonant  digraphs 

P 

3.52 

3.44 

0.315 

N«R 

and  sounds 

I 

3.81 

3.65 

0.800 

N-R 

15.93  15.^  0.399 

17.3T  15.65  a.J»20* 


10.8  Associating 
consonant  blends 
and  sounds 


P 

I 


K>R 
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Table  A63  (Contlwued) 


Skill 

R,I,L, 

Means 

Normal  Retarded 

t ratio 
df-106® 

Relation- 

ship 

11,3  Using  spelling 

P 

13.81 

10.78 

3.481^ 

patterns 

I 

17.50 

14.06 

3.143 

13*1  Identifying 
syllables  in  orally 

3 

12.3a 

10.67 

1.546 

V-Vt 

K»^ 

and  visually  presented 

I 

14.32 

11.93 

4,231 

short  words 

12,1  Identifying 

3 

9.74 

9.15 

0,481 

N-R 

syllables  in  visually 

N>R 

presented  short  words 

I 

12,81 

10.76 

3»o01 

13,2  Identifying 

7.93 

2.85 

N>R. 

syllables  in  orally 

3 

4,850 

and  visually  presented 

I 

8.37 

3.74 

5.876 

K>R 

long  words 
%■ 

12,2  Identifying 

3 

4.07 

2,33 

2.526* 

1C>R 

syllables  in  visually 

im. 

presented  long  words 

I 

5.59 

3*h6 

2,947 

p ^«O50  P ^#01 


^Exception:  df«52  in  comparisona  involving  reading  instruc- 
tional level  3 for  scores  i2.1,  12.2,  13«lt  and  13*2* 

« * 
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Tabl*  A64 

of  Acquiaition  of  the  ilotmal  and  Retarded 
Gtoups.  Structui?*!  Awalyslo  SkiHi 


Skill 


3,1  Identify  itig 
coopcmentt  o£ 
compouxids 


t ratio 

RaXalfa  Horw*!  Rat«rdod  df»106 


y 

X 


14.96 

21.52 


16.48 

20.91 


1,388 

0.864 


Etlation- 

ship 


N-E 

N«R 


4.1  Xdtntiiying 
root!,  endingiy  and 
sufftras 


P 

X 


5.96 

8.0T 


5*^ 

T.43 


1.330 

1.5T3 


M-R 


4;S  Idantlfying 
root!  and  prefixea 


k»k  Xdantifying 
roots  and  multipla 
affixes 


2,1  Translating 
contractions 


P 

X 


4.3  Locating  roots 
by  using  root-change 
rules 


1,1  Changing  roots 
by  using  root-change 
rules 


P 

X 


P 

X 


P 

X 

P 

X 


1.44 

6.19 


2.54 

5*28 


1.46 

3.41 


2,t6 

3.85 


0.043‘ 
4.441 


IT 


0,6X4 


3.^36 


1# 
"II  Tv 


N-R 

H>R 


N-R 


5.11 

8.T8 

4.19 

6.52 

I.5M 

4.274** 

N-R 

K>R 

3.69 

3.22 

0,863 

N»R 

8.72 

5.5T 

ft  . 

4.300 

N>R 

■1.S6 

1.24 

0.062 

N-R 

4.81 

S.5>* 

4.057** 

N>R 

NORMAL  AMD  RETARDED  GROUPS;  X^Vdl  o£  Mqutsltion, 
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Table  A65 


Level  of  Acquisition  of  the  Notmal  and  Retarded 
Groups:  Dictionary  Skills 


Skill 


Means 

R.I.L.  jjojnjiui  Retarded 


5«l  Identifying  ^ ^*93 

alphabetical  aequsnees 

baaed  on  first  letter  ^ 10.61  9*^9 


t ratio 

df-l06* 


1.616 

2.366* 


Relation- 

ship 


NH5t 

N>R 


^.2  Identifying 
alphabetical  sequences 
based  on  third  letter 


3 

I 


3.U  3.85  0.806 

8.61  6.52  2.923 


5.3  Identifying 
alphabetical  sequences  3 
based  on  first,  second, 
or  third  letter 


1.6T  2.44  1.033 

5.74  5.52  0.251 


N-R 

N-R 


6;3  Using  dlotioiuiry  3 5.59 

guide  words  i 13.07  8.98  3.^1 


7.1  Finding 
definitions  of  single 
entry  words 


3.0lt  3.37  0.470 

7.02  5.26  2.309* 


s>R 


7.2  Finding 
definitions  of 
multiple  entry  words 


2.85  3.56  0.879 

8.33  6.17  2.208* 


N-R 

N>R 


3.1  Selecting 
definitions  of  single 
entry  words 


•••• 

7,00  6.06  1.247 


N-R 
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Table  A65  (Continued) 


Skill 

Re  Xelif 

Heana 

Normal  Retarded 

t ratio 
df-106 

Relation- 

ship 

8*2  Selecting 
definitions  of 

T 

fute 

mm 

mm 

iQultiple  entry  words 

1 

5.20 

3.96 

2.319 

N>R 

9*1  Interpreting 
single  pronunciation 

3 

4.59 

0,14t 

NHSt 

symbols 

I 

1.61 

5.13 

• 1 

kM6 

K>B. 

9*2  Interpreting 
multiple  pronunciation 

3 

0.T0 

1.63 

2.300* 

symbols 

I 

1.T6 

1.83 

0.237 

»>R 

*p<.05,  **p<.oi 


^Eicceptlon;  d£»^2  In  comparisons  involving  reading  instructional 
level  3 for  all  scores* 


Table  A66 


Level  of  Acquisition  of  the  normal  and  Retarded 
Groups:  Word  Functions  Skills 


Skill 

R.I.L. 

Means 

Normal  Retarded 

t ratio 
df«106 

Relation- 

ship 

14*1  Recognizing 

P 

3.41 

3.02 

0.948 

N*R 

functions  of  nouns 

I 

5.83 

5.17 

1.362 

N-R 

14*2  Recognizing 

P 

2.57 

2.54 

0.103 

N«R 

functions  of  verbs 

I 

5.56 

4.57 

1.969 

N«R 

NORMAL  AND  RETARDED  GROUPS ; Level  o£  Acquisition 
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Table  A66  (Continued) 


azamsamsss.  i 

Means 

t ratio 

Relation- 

Skill 

R#  X# 

Normal 

Retarded 

df»106 

ship 

14.3  Recognizing 

p 

2.35 

2.44 

0.308 

N-R 

functions  of 

adjectives 

I 

4 44 

•t#  •T*v 

4.31 

0.273 

N«R 

• *1 

14«4  Recognizing 

p 

S.S8 

2.20 

0.252 

N«R 

functions  of  adverbs 

I 

3.81 

3.50 

O.T39 

NHR 

1^.1  Specifying 

p 

2.59 

2.41 

0.517 

N»R 

functions  of  nouns 

I 

3.T8 

3.65 

0.279 

N-R 

1^*2  Specifying 

p 

SM 

2.43 

0.182 

N-R 

functions  of  verbs 

I 

h.3S 

3.70 

1.829 

• N-R 

1^*3  Specifying 

p 

z.zk 

1.87 

1.168 

N-R 

functions  of 

adjectives 

I 

3.56 

3.57 

0.046 

N-R 

15*4  Specifying 

p 

2.30 

2.06 

0.793 

N-R 

functions  of  adverbs 

I 

2.35 

2.74 

1.067 

N-R 

A385 
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Table  A67 


l^evel  of  Acquiaitlon  of  the  Nomil  and  Ra*uirded 
Groups  s Gonprehenslon  Skills 


Skill  R.I.L. 


16, 1 Identifying 
cause-effect  relation-  ^ 
ships  directly  stated  i 
in  sentences 


Means 

Normal  Retarded 


T.OO  6.5T 

9.13  8.T8 


t ratio 
df*106 


1.22k 

1.2T3 


Relation- 

ship 

iL 


N»R 

N«R 


17.3  Identifying  main 
ideas  directly  stated 
in  paragraphs 


k.52  4,09  1.068  N«R 

6.91  6.09  2.277* 


17.1  Identifying  main  p 

ideas  directly  stated 
in  stories  1 


4.00  3.30  1.774  n*r 

6.26  4.91  3.470  H>R 


16.2  Identifying 
cause-effect  relation-  ^ 
ships  implied  in  j 

sentences 


6.87  6.37  1.362 

9.15  8.54  1.976* 


N»R 

N>R 


17,4  Identifying  main  p 

ideas  implied  in 
paragraphs  1 


4.00  3.78  0.512  N«R 

7.02  5.65  2.962  N>R 


17,2  Identifying  main  p 

ideas  implied  in 
stories  1 


h.S9  4.31  1.543 

6.91  6.80  0.882 


H=R 


17,5  Identifying  p 

details  in 

stories  1 


6.80  7.63  0.977  N»R 

13.T6  II.OT  2.835**  H>R 
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Table  A67  (Continued) 




Means 

t ratio 

Relation- 

Skill 

R«  X«  L# 

Normal 

Retarded 

df»l06 

ship 

19ol  Interpreting 

p 

6.5T 

5.39 

4.09T 

similes 

I 

6.T8 

6»06 

3.364** 

N>R 

x9»2  Interpreting 

p 

5.13 

3.80 

3.620** 

** 

N>R 

Idioms 

I 

6.19 

5.09 

2.8&T 

W>R 

19*3  Interpreting 

p 

5.76 

4.93 

2.199* 

N>R 

hyperboles 

I 

6.24 

4.94 

3.643 

N>R 

19.4  Interpreting 

p 

6.30 

4.46 

4.48T** 
^ ** 

N>R 

personification 

I 

. T.ll 

5.94 

3.829 

N>R 

19«^  Interpreting 

p 

4.70 

3.39 

3.601 

•N>R 

metaphors 

1 

5.80 

5.19 

1.899 

N«R 

p <.05,  p <.01 


Table  A68 


Rate  o"  Acquisition  oi  tho  Hormal  and  Retarded 
Groups:  Phonetic  Analysis  Skills 


A.  Means 


Basal  reading  skill 


10,1  Associating  vowel 
letters  and  sounds 


10.2  Associating  consonant 
letters  and  sounds 


l0«3  Associating  consonant 
digraphs  and  sounds 

10. S Associating  consonant 
blends  and  sounds 


11.3  Using  spelling 
patterns 


R.I.L. 

P 
I 

P 
I 

P 
I 

P 
I 

P 
I 


Normal  group  Retarded  group 
Fall  Spring  Fall  Spring 


7.31 

7.43 

17.56 

17.24 


3.81 


7.63 

7.83 

18.41 

18.41 


3.52  4.07 


4.35 


15.93  17.91 

17.37  18.67 

13.81  19.85 

17.50  20.98 


6.87 

6,96 

16.78 
16.59 

3.44 
3.65 

15.46 

14.65 

10.78 
14.06 


7.48 

7.30 

17.31 

17.87 

3.72 

3.81 

16.37 

17.04 

13.87 
16.80 


13.1  Identifying  syllables 

3 

12.52 

13.81 

10.67 

12.56 

in  orally  and  visually 

T 

14.32 

15.04 

11.93 

13.28 

presented  short  words 

1 

12.1  Identifying  syllables 

3 

9.74 

12.15 

9.15 

9.89 

in  visually  presented 
short  words 

I 

12.81 

13.48 

10.76 

11.50 

13.2  Identifying  syllables 

3 

7.93 

9.93 

2.85 

5.59 

in  orally  and  visually 

T 

8.37 

11.13 

3.74 

5.85 

presented  long  words 

JL 

12.2  Identifying  syllables 

4.07 

6.07 

2.33 

2.93 

in  visually  presented 

T 

5.59 

7.33 

3.46 

4.09 

long  words 

X 
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Table  A68  (Continued) 


B.  Results  of  Analyses  of  Variance 


Mean  squares 

Basal  reading 
skill 

R.I.L* 

Groups 

Error (b) 

Time 

TxG 

Error  (w) 

df«l 

df»106 

df*l 

d&«l 

df»106 

10.1  Associating 
vowel  letters  and 

P 

4.74 

3.17 

** 

11.57 

1.19 

1.10 

sounds 

I 

13.50 

2.48 

7.41 

0.07 

1.40 

10.2  Associating 
consonant  letters 

P 

47.23* 

9.11 

26.04 

80.67 

1.34 

2.87 

and  sounds 

I 

18.96 

6.71 

0.17 

5.52 

10.3  Associating 
consonant  digraphs 

P 

2.45 

1.75 

k-k 

9.37 

*k 

1.04 

0.94 

and  sounds 

I 

6.69 

1.20 

6.69 

1.85 

0.71 

10.8  Associating 

P 

54.00 

22.08 

112.67 

15.57 

8.02 

consonant  blends 

and  sounds 

I 

■ ^ w%  ww 

151.67 

15.01 

97.34 

0.12 

6.87 

11.3  Using  spelling 

P 

1098.00 

34.66 

1125.23**117.04* 

24.27 

patterns 

I 

785.85 

58.38 

^ ycTc 

522.67 

7.41 

14.04 

13.1  Identifying 

syllables  in  orally 

3 

65.33 

25.89 

68.48 

2.37 

7.60 

and  visually  pre~ 
sented  short  words 

I 

232.30 

10.74 

- ** 
58.07 

5.35 

4.03 

12.1  Identifying 

syllables  in  visu- 

3 

54.90 

25.98 

66.90 

18.75 

10.00 

ally  presented 
short  words 

I 

irk 

220.02 

11.92 

26.74* 

0.07 

3.99 

13.2  Identifying 

•frk 

•kif 

syllables  in  orally 

3 

597.37 

26.67 

151.70 

3.70 

8.59 

and  visually  pre- 
sented long  words 

I 

1325.12 

29.17 

_ tTK 

320.23 

5.67 

6.92 

o 

ERIC 
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Table  A68  (Continued) 


Basal  reading  » v r 
skill 

Groups 

df=l 

Mean  squares 
Error(b)  Time 
dfsl06  df*il 

a 

TkG 

dfssl 

Error  (w) 
dfal06 

12.2  Identifying  ^ 

syllables  in  visu- 
ally* presented  long  I 
wordi^ 

161.33** 

389.35 

13.26 

25.24 

* 

45.37 

** 

75.85 

13.37 

16.67 

7.54 

6.20 

P of  F <.05;  P of  F <.01. 


®df«52  for  Error  (b)  and  for  Error  (w)  for  comparisons  involving 
reading  instructional  level  3 for  scores  12.1,  12.2,  13.1,  13.2. 


Table  A69 


Rate  of  Acquisition  of  the  Normal  and  Retarded 
Groups:  Structural  Analysis  Skills 


A.  Means 


Basal  reading  skill 

R.I.L. 

Normal  group 

Retarded  group 

Fall 

Spring 

Fall 

Spring 

3.1  Identifying  components 

P 

14.96 

21.70 

16.48 

20.85 

of  co^ounds 

I 

21.52 

23.61 

20.91 

21.57 

4.1  Identifying  roots,  endings 

5.96 

7.78 

5.46 

6.59 

and  ..suffixes 

I 

b;o7 

9.63 

7.43 

7.91 

4.2  Identifying  roots  and 

P 

1.44 

5.31 

1.46 

3.76 

prefixes 

I 

6.19 

7.98 

3.41 

5.93 

4.4  Identifying  roots  and 

P 

2.54 

5.91 

2.76 

4.41 

multiple  affixes 

I 

5.28 

6.59 

3.85 

5.46 

2.1  Translating  contractions 

p 

5.11 

9.07 

4.19 

5.85 

6.52 

7.94 

I 

8,78 

9.83 
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Table  A69  (Continued) 


Basal  reading  skill 

R«X#L« 

Normal 

Fall 

group 

Spring 

Retarded 

Fall 

group 

Spring 

4.3  Locating  roots  by  using 

p 

3.69 

8.78 

3.22 

5,13 

root-change  rules 

I 

8.72 

11.24 

5.57 

7.17 

1.1  Changing  roots  by  using 

p 

1.26 

5.80 

1.24 

2.78 

root-change  rules 

I 

4.81 

7.76 

2.54 

4.65 

B.  Results  of  Aiialyses  of  Variance 


Mean  squares 

Basal  reading  p 
skill 

I.L. 

Groups 

Error (b) 

Time 

TxG  Error  (w) 

df=l 

df=106 

df=l 

d£=l 

df=106 

3.1  Identifying 

P 

6.00 

31.98 

'Me 

1666.67' 

‘W7f 

75.85 

11.32 

components  of 

it 

kk 

6.99 

compounds 

I 

94.67 

14.18 

102.78 

__  , 
27.45 

4.1  Identifying 

P 

* 

38.34 

5.68 

kk 

117.04 

6.34* 

2.23 

roots,  endings. 

itfk 

k'k 

2.87 

and  suffixes 

I 

75.85 

5.51 

56.02 

15.57 

kk 

dV  <f» 

3.44 

4.2  Identifying 

P 

31.89 

9.32 

513.37 

33.45 

roots  and  prefixes 

I 

ifit 

315.38 

12.58 

251.34 

7.04 

3.85 

4.4  Identifying 

kk 

P 

22.04 

6.13 

340.00 

40.04 

2.26 

roots  and  multiple 

88.17** 

1.18 

2.60 

affixes 

I 

5.73 

115.57** 

iek 

kk 

3.82 

2.1  Translating 

P 

232.30 

14.61 

427.85 

71.19 

contractions 

I 

itit 

232.30 

9.54 

83.13 

1.85 

2.17 

4.3  Locating  roots 

•kit 

kk 

kk 

P 

228.17 

15.05 

661.50 

190.96 

5.18 

by  using  root-change 

kit 

% 

** 

11.57 

3.36 

rules 

I 

704.17 

23.60 

228. 17 

1.1  Changing  roots 

P 

kit 

124.52 

8.37 

498.07 

121.50 

5.11 

by  using  root- change 

kk 

** 

9.38 

2.96 

rules 

I 

392.04 

18.32 

345.04 
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Table  A70 


Hate  of  Acquiaition  of  the  Loxmal  and  Retarded 
Groups:  Dictiouary  Skills 


A.  llcans 


Normal  crouo 

Retarded  group 

BOSClX  ITBStuXtlK  sKlXX 

Fall 

Spring 

Fall 

Spring 

5.1  Identifying  alphabetical 

3 

8.44 

10.63 

6.93 

7.89 

sequences  based  on  first  letter 

I 

10.61 

11.54 

9.19 

9.76 

5.2  Identifying  alphabetical 

3 

3.11 

8.33 

3.85 

6.22 

sequences  based  on  third  letter 

I 

8.61 

10.07 

6.52 

8.07 

5.3  Identifying  alphabetical 

3 

1.67 

4.07 

2.44 

3.48 

sequences  based  on  first, 
second,  or  third  letter 

I 

5.74 

9.17 

5.52 

6.15 

6.3  Using  dictionary  guide 

3 

6.74 

11.59 

5.59 

8.63 

words 

I 

13.07 

17.61 

8.98 

12.96 

7.1  Finding  definitions  of 

3 

3.04 

6.04 

3.37 

5.44 

single  entry  words 

I 

7.02 

8.72 

5.26 

6.85 

7*2  Finding  definitions  of 

3 

2.85 

6.63 

3.56 

6.48 

multiple  entry  words 

1 

8.33 

12.06 

6.17 

8.00 

8.1  Selecting  definitions 

P 

mm 

mm 

mm 

of  single  entry  words 

I 

7.00 

9.85 

6.06 

7.80 

8.2  Selecting  definitions  of 

P 

eeee 

— 

mm 

mm 

multiple  entry  words 

I 

5.20 

8.00 

3.96 

5.00 

9.1  Interpreting  single 

3 

4.59 

8.81 

4.48 

4.85 

proaUuciatxon  synd)ols 

I 

7.61 

9.07 

5.13 

6.22 

9.2  Interpreting  multiple 

3 

0.70 

2.00 

1.63 

1.85 

prov.unciatio-1  symbols 

I 

1.76 

2.20 

1.83 

2.19 
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lable  A70  (Continued) 

B. 

Results  of  Analyses  of  Variance 

tt 

Mean  squares 

Basal  reading 
skill 

1 X #Xi# 

Group 

Error (b] 

1 Time 

TxG 

Error (w) 

df«l 

df«106 

df»l 

df»l 

dfal06 

5.1  Identifying 

. * 

** 

alphabetical 

3 

122.45 

20.94 

66.90 

10.08 

3.51 

sequences  based 
on  first  letter 

I 

138.56 

11.47 

* 

30.37 

1.67 

4.83 

5.2  Identifying 

12.60 

•ImJU 

226.12 

17.77 

ick 

Ht 

8.66 

alphabetical 

3 

389.12 

123.00 

54.90 

sequences  based 
on  third  letter 

I 

21.04 

0.12 

4.90 

5.3  Identifying 
alphabetical 

3 

0.23 

18.03 

80.08 

12.68 

5.65 

sequences  based 

Me 

Me 

on  first,  second, 
or  third  letter 

I 

141.78 

30.44 

222.04 

105.56 

9.06 

6.3  Using  diction- 

3 

114.08 

32.68 

420.08 

22.23 

29.18 

ary  guide  words 

I 

1031.41** 

70.30 

Me 

979.63 

4.17 

20.07 

7.1  Finding  defi- 
nitions of  single 

3 

0.45 

ic*k 

10.23 

173.79^ 

Me 

5.79 

7.21 

entry  words 

I 

177.85 

22.08 

146.69 

0.17 

10.94 

7.2  Finding  defi- 
nitions of  multiple 

3 

2.08 

tffVt 

16.40 

303.34 

Me 

4.90 

ic 

7.04 

entry  words 

I 

522.67 

36.30 

416.67 

48.17 

9.85 

8.1  Selecting  defi- 
nitions of  single 
entry  words 

P 

I 

121.50* 

mm 

24.05 

284.74 

16.67 

mm 

9.72 

8.2  Selecting  defi- 
nitions of  multiple 

P 

mm 

wW 

mm 

MM 

Me 

mm 

ifk 

mm 

entry  words 

I 

242.78 

12.92 

198.38 

41.70 

3.82 

9.1  Interpreting 
single  pronuncia- 

3 

112.04** 

•}(i( 

9.49 

Me 

142.37 

100.15 

7.61 

tion  synbols 

I 

384.00 

14.86 

88.17 

1.85 

5.67 

Table  A70  (Continued) 


Mean  squares 


Basal  reading 
skill 


R.I.L. 


Group  Error (b)  Time 

df«l  d£«il06  df-1 


TxG  Error  (w) 
df-1  df«106 


9.2  Interpreting  3 4,08 

multiple  pronunci- 
ation  symbols  I 


2.83  15.56**  7.79*  1.81 

2.83  8.56  0.12  2.91 


P of  F <.05;  P of  F <.01. 


®df«52  for  Error  (b)  and  for  Error  (w)  for  comparisons  involving 
reading  instructional  level  3 for  all  scores. 


Table  A71 

Rate  of  Acquisition  of  the  Noimual  and*’ Retarded 
Groups:  Word  Functions  Skills 


A.  Means 


Basal  reading  skill 

R.1.1-. 

Wormal  group 
Fall  Spring 

Retarded  group 
Fall  Spring 

14.1  Recognizing  functions 

P 

3.41, 

5.06 

3.02 

3.17 

of  nouns 

1 

5.83 

7.43 

5.17 

5.76 

14.2  Recognizing  functions 

P 

2.57 

4.37 

2.54 

3.02 

of  verbs 

1 

5.56 

7.04 

4.57 

4.69 

14.3  Recognizing  functions 

P 

2.35 

4.35 

2.44 

3.24 

of  adjectives 

I 

4.44 

6.04 

4.31 

4.46 

14.4  Recognizing  functions 

P 

2.28 

3.67 

2.20 

2.76 

of  adverbs 

I 

3.81 

5.33 

3.50 

3.80 
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Table  A71  (Continued) 


Basal  reading  skill 

R.I.L. 

Normal 

group 

Retarded  group 

Pcill 

Spring 

Fall 

Spring 

15.1  Specifying  functions 

P 

2.59 

3.63 

2.41 

2.78 

of  nouns 

I 

3.78 

4.69 

3.65 

3.78 

15.2  Specifying  functions 

P 

2.48 

3.61 

2.43 

3.02 

of  verbs 

I 

4.52 

5.06 

3.70 

3.81 

15,3  Specifying  functions 

P 

2.24 

3.46 

1.87 

2.69 

of  adjectives 

I 

3.56 

4.54 

3.57 

3.72 

15.4  Specifying  functions 

P 

2.30 

2.44 

2.06 

2.59 

of  adverbs 

I 

2.35 

3.07 

2.74 

2.76 

B.  Results  o£  Analyses  of  Variance 


Basal  reading 
skill 

R«  X«L« 

Groups 

dfal 

Mean  squares 
Error  (b)  Time  TxG 

dfsl06  dfsl  dfal 

Error  (w) 
df=106 

14.1  Recognizing 
functions  of 
nouns 

p 

1 

TVTV 

70.04 

73.50 

5.78 

10.60 

icie 

43.56 

. 

64.46 

ieie 

30.37 

13.50 

3.98 

4.06 

14.2  Recognizing 
functions  of 

p 

* 

26.04 

icit 

5.03 

70.04 

23.34 

"k 

2.80 

verbs 

1 

150.00 

12.18 

34.24 

25.35 

3.84 

14.3  Recognizing 
functions  of 

p 

14.00 

ie 

3.58 

105.56 

Me 

* 

19.56 

** 

3.10 

adjectives 

I 

39.19 

9.58 

40.91 

28.17 

3.01 

14.4  Recognizing 
functions  of 

p 

13.00 

ic 

3.32 

51.04 

** 

9.38 

** 

2.92 

adverbs 

I 

46.30 

9.98 

44.46 

20.17 

2.48 
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Table  A71  (Continued) 


Basal  reading  r.i.l.  Groups 
sUll  • 

df«l 


15.1  Specifying 
functions  of 
nouns 

15*2  Specifying 
functions  of 
verbs 


Mean  squares 

Error(b)  Time  TxS  Error(w) 

d£-106  d£=l 


df*l  dfal06 


P 

I 


14.52 

14.52 

5.67 


57.04 


3.10  26.74 

7.95  14.52^ 


3.01 

9.35 


40.04 

5.67 


6.00 

8.17 

3.89 

2.45 


P 

I 


15.3  Specifying 
functions  of 
adjectives 

15.4  Specifying 
functions  of 
adverbs 


- 

P of  F <.05;  P of  F <.01 


17.80 

8.56 


3.75 

7.94 


56.02 


17.23 


* 


2.24 

9.37 


3.41  6.34 

5.34  7.41 


3.80 

4.38 

2.84 

3.25 


Table  A72 


Rate  of  Acqulaition  of  the  Itoneal  and  Retarded 
Groups.  Comprehension  Skills 


Basal  reading  skill 


A.  Means 


R.X.L. 


Monnal  group  Retarded  group 
Fall  Spring  Fall  Spring 


16.1  Identifying  cause-effect 
relationships  directly 
stated  in  sentences 

17.3  Identifying  main  ideas 
directly  stated  in  paragraphs 

17.1  Identifying  main  ideas 
directly  stated  in  stories 


P 

I 

P 

I 

P 

I 


7.00 

9.13 

4.52 

6.91 

4.00 

6.26 


8.61 

9.48 

6.26 

7.69 

5.43 

7.43 


6.57 

8.78 

4.09 

6.09 

3.30 

4.91 


7.41 

8.72 

4.91 

6.63 

4.06 

5.44 
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Table  A72  (Continued) 


Basal  reading  skill 

R.I.L. 

Normal  group 
Fall  Spring 

Retarded  group 
Fall  Spring 

16*2  Identifying  cause-effect 
relationships  implied  In 

P 

6.87 

8.46 

6.37 

7.28 

sentences 

I 

9.15 

9.63 

8.54 

9.19 

17«4  Identifying  main  Ideas 

P 

4.00 

6.11 

3.78 

4.46 

Implied  In  paragraphs 

I 

7.02 

8.35 

5.65 

6.59 

17*2  Identifying  main  Ideas 

P 

4.89 

6.74 

4.31 

5.06 

implied  In  stories 

I 

6.91 

8.04 

6.80 

6.98 

17*5  Identifying  details 

P 

6.80 

12.72 

7.63 

9.00 

In  stories 

I 

13.76 

17.22 

11.07 

13.65 

B*  Results  of  Analyses  of  Variance 


Mean  squares 

Basal  reading 
skill 

R.I.L.  Groups 

Error(b)  Time  TyG 

Error  («) 

df-1 

dfr«106  df-1  df-1 

d£>106 

16 •!  Identifying 


cause-effect 

P 

35.8i** 

4.09 

4cit 

80.67 

ic 

8.17 

1.92 

relationships 

it 

1.58 

directly  stated 
In  sentences 

I 

16.67 

2.78 

1.19 

2.24 

17.3  Identifying 

p 

42.67** 

5.36 

ick 

88.17 

11.57* 

2.59 

main  ideas  directly 

itic 

•Me 

stated  In  paragraphs 

I 

47.23 

4.54 

23.34 

0.78 

2.40 

17.1  Identifying 
main  Ideas  directly 

P 

58.07 

iek 

4.93 

64.46 

iek 

6.00 

3.10 

stated  in  stories 

I 

150.00 

6.81 

39.19 

5.35 

2.20 
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Table  A72  (Continued) 


Basal  reading 
skill 

R.I.L. 

Groups 

df>»l 

Mean  squares 

Error(b)  Time  TxG  Error(w) 

df-106  dfi-1  df-1  d£-106 

16.2  Identifying 

•/cic 

38.34 

84.38** 

cause-effect 

relationships 

P 

4.92 

6.34 

1.94 

implied  In 
sentences 

1 

15.04 

4.04 

17.23 

0.37 

1.48 

17.4  Identifying 
main  Ideas  implied 

P 

47.23 

ick 

6.52 

105.56 

..  . -* 
27.45 

4.08 

in  paragraphs 

I 

132.23 

9.08 

70.04 

2.04 

2.42 

17»2  Identifying 
main  Ideas  implied 

P 

68.91 

5.42 

90.74 

16.67 

* 

2.22 

in  stories 

1 

18.38 

5.69 

23.34 

12.04 

2»27 

17.5  Identifying 

P 

112.67* 

27.31 

718.69 

A.,#.. 

280.17 

11.26 

details  In  stories 

I 

528.91 

3.58 

492.02** 

10.67 

10.81 

*f  of  F <.05; 


F of  F <.01 


AFPENDIX  T 


basic  STAXISTICAL  DATA: 
XionELLBCIUALLY  NORMAL  AND  StJIERICR  GROUPS 
ACHTEVEtCNT  IN  THE  BASAL  READING  SKILLS 


Level  of  Acquisition 
Rate  of  Acquisition 
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Table  A73 


Level  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Identifying  Words  at  Si^t 


Skill 

R.I^L. 

Means 

Normal  Superior 

t ratio 
■'df-^98 

Relation- 

ship 

18.1  Identifying 

P 

14.43  17.83 

2.205 

N<S 

words  at  sight 

I 

24.24  33.65 

iek 

7.637 

N<S 

P <.05;  P <.01. 

Table  A74 

Level  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Phonetic  Analysis  Skills 


Skill 

R.I.L, 

Means 

Normal  Superior 

t ratia 
"“df^98 

Relation- 

ship 

10.1  Associating 
vowel  letters  and 

P 

7.31 

7.39 

0.308 

N«S 

sounds 

I 

7.43 

7.91 

1.766 

N»S 

10.2  Associating 
consonant  letters 

P 

17.56 

18.63 

ieie 

2.809 

N<S 

and  sounds 

I 

17.24 

17.50 

0.505 

N=S 

10.3  Associating 
consonant  digraphs 

P 

3.52 

4.15 

2.914 
^ * 

N<S 

and  sounds 

I 

3.81 

4.28 

2.200 

N<S 

10.8  Associating 
consonant  blends 

P 

15.93 

18.63 

3.846 

N<S 

and  sounds 

I 

17.37 

17.78 

0.610 

NaS 

A402 
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Table  A74  (Continued) 


Skill  R.I.L. 

Means 

t ratio 

Relation- 

Normal 

Superior 

”df=98“ 

ship 

11«3  Using  spelling  P 

13.81 

17.57 

•ImI* 

3.235 

N<S 

patterns 

I 

17.50 

23.15 

** 

4.878 

N<S 

13.1  Identifying 

syllables  In  orally 

3 

12.52 

14.96 

2.846 

N<S 

and  visually  presented 
short  words 

I 

14.31 

15.39 

3.150 

N<S 

12.1  Identifying 
syllables  In  visually 

3 

9.74 

11.83 

1.874 

nhS 

presented  short  words 

I 

12.81 

14.26 

3.350 

N<^ 

13*2  Identifying 
syllables  in  orally  3 
and  visually  presented  . 
long  words  ^ 


7.93  32.00  3.433**  IKS 

8.37  11.85  3.481**  IKS 


12.2  Identifying  4 
syllables  in  visually  ^ 
presented  long  words  I 

P <.05;  P <.01 


4.07  5.22  1.218  N«S 

5.59  9.48  4.402  NCS 


^Exception:  df*48  In  comparisons  involving  reading  Instructional 

level  3 for  scores  12.1,  12;2,  13.1  and  13^2. 
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Table  A75 

Ijevel  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Structural  Analysis  Skills 


Skill 

Maans 

Normal  Superior 

t ratio 
"df«98 

Relation- 

ship 

3.1  Identifying 
components  of 

P 

14.96 

17.13 

2.072* 

N<S 

compounds 

I 

21.52 

22.93 

2.574 

N<CS 

4.1  Identifying 
roots,  endings,  and 

P 

5.96 

6.59 

1.797 

N»S 

suffixes 

I 

8.07 

9.65 

3.949 

N<S 

4.2  Identifying 

P 

1.44 

2,91 

2.622* 

N<S 

roots  and  prefixes 

I 

6.19 

7.91 

3.411 

N<S 

4.4  Identifying 
roots  and  multiple 

P 

2.54 

3.28 

1.795 

N^S 

affixes 

I 

5.28 

5.35 

0.151 

N»S 

2.1  Translating 

P 

5.11 

7.91 

4.972 

N<S 

contractions 

I 

8.78 

10.43 

4.105** 

N<S 

4.3  Locating  roots 
by  using  root- change 

P 

3.69 

4.96 

1.822 

N^S 

rules 

I 

8.72 

10.93 

1.837 

N-S 

1.1  Changing  roots 
by  using  root- change 

P 

1.26 

2.93 

1.792 

N«S 

rules 

I 

4.81 

7.43 

3.962 

N<S 

P <.05,  P <.01 


i 

I 

i 


i 

i 


I 

i' 
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Table  A76 

Level  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Dictionary  Skills 


Skill  R.I.L. 

Means 

Normal  Superior 

t ratio 
~df=98* 

Relation- 

ship 

5.1  Identifying 

3 

8.44 

10.87 

3.149 

IKS 

alphabetical  sequences 
based  on  first  letter 

I 

10.61 

11.61 

2.824 

N<S 

5.2  Identifying 

3 

3.11 

6.70 

3.348 

N<S 

alphabetical  sequences 
based  on  third  letter 

I 

8.61 

10.67 

3.588** 

N<S 

5.3  Identifying 

alphabetical  sequences 

3 

1.67 

2.78 

1.142 

based  on  first,  second. 

T 

5.74 

8.78 

3.659** 

IKS 

or  third  letter 

6.3  Using  dictionary 

3 

6.74 

8.91 

1.624 

N-S 

guide  words 

I 

13.07 

16.26 

2.138 

IKS 

7.1  Finding 

% 

5.04 

6.26 

3.730 

IKS 

definitions  of  single 

entry  words 

1 

7.02 

8.41 

1.529 

N«S 

7.2  Finding 

3 

2.85 

6.48 

3.173** 

N<S 

definitions  of 

multiple  entry  words 

I 

8.33 

10.59 

1.960 

N«S 

rnmm 

10.63  4.572 


8.1  Selecting 
definitions  of  single 
entry  words 


P 

1 


7.00 


IKS 
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Table  A76  (Continued) 


Skill  R. 

1 X«Ii« 

Means 

Normal  Superior 

t ratio 
“df-9r 

Relation* 

ship 

8.2  Selecting 
definitions  of 

p 

— 

mm 

m m 

"Me 

«n  m 

multiple  entry  words 

I 

5.20 

7.57 

3.878 

NWS 

9.1  Interpreting 
single  pronunciation 

3 

4.59 

6.35 

* 

2.393 

Ww  Ww 

N<S 

symbols 

I 

7.61 

10.22 

3.789 

N<S 

9.2  Interpreting 
multiple  pronunciation 

3 

0.70 

0.43 

0.901 

N*S 

symbols 

I 

1.76 

1.74 

0.062 

nmS 

P <.05,  P <.01. 


Exception;  d£»48  for  comparisons  involving  reading  instructional 
level  3 for  all  scores. 


Table  A77 

Level  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Word  Functions  Skills 


Skill 

R.I.L. 

Means 

t ratio 
dfa98 

Relation* 

Normal 

Superior 

ship 

14.1  Recognizing 

P 

3.41 

4.39 

2.470 

IKS 

functions  of  nouns 

I 

5.83 

7.57 

3.497 

N<S 

14.2  Recognizing 

P 

2.57 

3.70 

2.619* 

IKS 

functions  of  verbs 

I 

5.56 

7.96 

4.191 

IKS 

WOBMAL  AMD  SUPERIOR  GR0DP8  ? Lsvitl  of  Acquigltlon 

Tabu  A77  (Conttnuad) 


M06 


sun 


Msflns  ReXation- 

R«X«L«  jqonnaX  Supar'*or  dfc»98  ahip 


14 *3  Recognising 
fimctlone  o£ 


P 

I 


2.35 

4.44 


3.17 

6.83 


2.281 


4.740 


•kit 


IKS 

IKS 


14.4  Recognising 
functions  of  adverb# 

P 

I 

2.28 

3.81 

2.98 

5.80 

1.980* 

4.316 

IKS 

IKS 

15.1  Specifying 

P 

2.59 

2.96 

1.033 

4ek 

N>S 

functions  of  nouns 

1 

3.78 

5.72 

4.151 

IKS 

15.2  Specifying 

P 

2.48 

2.91 

1.258 

ShS 

functions  of  verbs 

1 

4.52 

6.46 

3.996 

IKS 

15.3  Specifying 

p 

2.24 

2.33 

0.256 

N«S 

functions  of 
adjectives 

I 

3.56 

5.65 

4.732 

N<as 

15.4  Specifying 

P 

2.30 

1.52 

2.551 

*k 

2.690 

IKS 

functions  of  adverbs 

I 

2.35 

3.50 

N<S 

P <.05,  P <.01. 


o 

ERIC 
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Table  A78 

Level  of  Acquisition  of  the  Normal  and  Superior  Groups: 

Comprehension  Skills 


Skill  E, 

Means 

Normal  Superior 

t ratio 
""df«98 

Relation- 

ship 

16,1  Identifying 

cause**effect  relation- 

p 

7.00 

7.65 

1.753 

N»S 

ships  directly  stated 
in  sentences 

X 

9.13 

9.78 

** 

2.651 

N<S 

17,3  Identifying  main 
ideas  directly  stated 

P 

4.52 

5.61 

2.456* 

ick 

N<S 

in  paragraphs 

I 

6.91 

8.48 

4.487 

N<S 

17 . 1 Identifying  main 
ideas  directly  stated 

P 

4.00 

5.20 

2.354* 

ick 

N<S 

in  stories 

1 

6.26 

8.11 

5.105 

N<S 

16.2  Identifying 

ic 

cause-effect  relation- 

P 

6.87 

7.87 

2. 321 

NKS 

ships  implied  in 
sentences 

I 

9.15 

9.98 

ick 

3.015 

N<S 

17.4  Identifying  main 
ideas  implied  in 

P 

4.00 

5.37 

2,504* 

kic 

N<S 

paragraphs 

I 

7.02 

8.87 

4.112 

IKS 

17.1^  Identifying  main 
ideas  implied  in 

P 

4.89 

6.24 

3.229 

IKS 

stories 

I 

6.91 

8.37 

4.160 

IKS 

17 i 5 Identifying 
details  in 

P 

6.80 

9.39 

2.401* 

IKS 

stories 

I 

13.76 

17.63 

4.445 

IKS 
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Tiblt  A7$  (Continued) 


Skill 


19 «1  Interpreting 
elmiles 


R.l.L. 

P 
1 


Meene 

Jt  ratio 

Normal  Superior  ’~dfi«98 


6,57 

6,78 


6,80 

7.09 


1.036 

1.956 


Relation- 

•hip 

N-S 


19* *2  Interpreting 
idiome 


P 5.13  6.33  3.204  N<8 

1 6.19  7.85  6.751**  IKS 


19.3  Interpreting  p 

hyperbolee  _ 


5.76  6.54  1.968  N-S 

6.24  7.24  3.694  N<S 


19*4  Interpreting 
pereonlflcation 


19.5  Interpreting 
netaphora 

*P  <.05;  **P  <.01. 


p 

6.30 

6.65 

0.888 

NiiS 

I 

7.11 

7.80 

3.524 

N<S 

p 

4.70 

5.89 

3.249 

N<8 

I 

5.80 

6.93 

4.452** 

IKS 
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Table  A79 

Rate  of  Acf|uia&tion  of  the  Noxnel  end  Superior 
Groupe:  Phonetic  Anelyeis  Skille 


A,  Means 


Basal  reading  skill 

R.I.L. 

Normal 

Fall 

, group 
Spring 

Superior 

Fall 

group 

Spring 

10.1  Associating  vonel 

P 

7.21 

7,63 

7.39 

7.41 

letters  and  sounds 

I 

7.43 

7.83 

7.91 

7.72 

10.2  Associating  consonant 

P 

17.55 

18.41 

18.63 

19.04 

letters  and  sounds 

I 

17.24 

18.41 

17.50 

17.87 

10.3  Associating  consonant 

P 

3.52 

4.07 

4.15 

4.13 

digraphs  and  sounds 

I 

3.81 

4.35 

4.28 

4.54 

10.8  Associating  consonant 
blends  and  sounds 

P 

15.93 

17.91 

18.63 

19.46 

I 

17,37 

18.67 

17,78 

18.26 

11.3  Using  spelling 

P 

13.81 

19.85 

17.57 

21.91 

patterns 

I 

17.50 

20.98 

23.15 

25.00 

13.1  Identifying  syllables 
in  orally  and  visually 

3 

12.52 

13.81 

14.96 

15.39 

presented  short  words 

I 

14,31 

15.04 

15.39 

15.54 

12.1  Tdentlfying  syllables 
in  visually  presented  short 

3 

9.74 

12.15 

11.83 

13,26 

words 

I 

12.81 

13.48 

14.26 

14.59 

13.2  Identifying  syllables 
in  orally  and  visually 

3 

7.93 

9.93 

12.00 

14.04 

presented  long  words 

I 

8.37 

11.13 

11.85 

13.35 

12.2  Identifying  syllables 
in  visually  presented  long 

3 

4.07 

6.07 

5.22 

10.52 

words 

I 

5.59 

7.33 

9.48 

11.07 
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Table  A79  (Continued) 

B.  Results  of  Analyses  of  Variance 


Mean  squares 

Basal  reading  Groups  Error (b)  Time  Error(w) 

d£-l  d£-98  d£-l  d£-l  d£-98 


10.1  Associating 
vowel  letters  and 
sounds 

P 

I 

0.24 

1.71 

2.54 

2.33 

1.62 

0.85 

1.07 

4.52 

1.07 

1.17 

10.2  Associating 

p 

36.36 

3.50 

•Me 

21.13 

2.39 

2.10 

consonant  letters 
and  sounds 

I 

0.96 

4.59 

32.00* 

7.89 

5.82 

10.3  Associating 

P 

5.91* 

1.32 

4.21* 

4.14* 

0.93 

consonant  digraphs 
and  sounds 

I 

5.40* 

1.13 

8.41 

0.95 

0.92 

10.8  Associating 

P 

224.72 

12.59 

, •kk 
105.13 

16.58 

7.42 

consonant  blends 
and  sounds 

I 

0.00 

11.52 

* 

42.32 

8.31 

7.00 

11.3  Using  spelling 

P 

•Me 

419.48 

56.36 

1383.38 

372.65 

35.44 

18.41 

patterns 

I 

1161.55** 

50.26 

33.15 

13.74 

13.1  Identifying 
syllables  in  orally  3 
and  visually  pre-  ^ 

sented  short  words 

•Mt 

100.08 

** 

31.12 

12.14 

3.72 

20.25 

10.58* 

4.61 

4.04 

5.43 

1.89 

12.1  Identifying 
syllables  in  visu-  3 
ally  presented  ^ 

short  words 

63.51 

80.86 

19.44 

6.56 

96.04 

-kk 

13.01 

5.88 

1.44 

9.11 

1.75 

13.2  Identifying 
syllables  in  orally  3 
and  visually  pre-  ^ 

sented  long  words 

416.71 

402.91 

23.50 

31.71 

102.01^ 

Me 

237.62 

0.01 

19.69 

9.01 

6.38 

12.2  Identifying 
syllables  in  visu-  3 
ally  presented  ^ 

long  words 

** 

194. 12 
720.70 

20.69 

35.08 

309.76 

139.45 

67.81** 

0.29 

8.51 

6.32 

P o£  F <.0S;  P o£  F <.01. 

^■^£*48  for  Error  (b)  and  for  Error  (w)  for  comparisons  involving 
reading  instructional  level  3 for  scores  12.1,  12.2,  13.1,  and  13.2. 
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Tablft  A80 


Rettt  of  Ac<|o£5itl<m  of  the  Nociiiftl  atid  Subtler 
Groupt:  Structuml  Analysis  Skills 


A.  Means 


Basal  reading  skill 

R.I.L. 

Normal  group 

Superior  group 

Fall 

Spring 

Fall 

Spring 

3.1  Identifying  components 

P 

14.96 

21.70 

17.13 

21.02 

of  compounds 

I 

21.52 

23.61 

22.93 

23.54 

4.1  Identifying  roots » 

P 

5.96 

7.78 

6.59 

8.04 

endings  and  suffixes 

I 

8.07 

9.63 

9.65 

10.43 

4.2  Identifying  roots 

P 

1.44 

5.31 

2.91 

6.46 

and  prefixes 

I 

6.19 

7.98 

7.91 

9.02 

4.4  Identifying  roots  and 

P 

2.54 

5.91 

3.28 

5.30 

multiple  affixes 

I 

5.28 

6.59 

5.35 

6.72 

2.1  Translating  contractions 

P 

5.11 

9.07 

7.91 

9.98 

I 

8.78 

9.83 

10.43 

10.91 

4.3  Locating  roots  by  using 

P 

3.69 

8.78 

4.96 

9.70 

root-change  rules 

I 

8.72 

11.24 

10.93 

12.28 

l.l. .Changing  roots  by  using 

P 

1.26 

5.80 

2.93 

8.04 

root-change  rules 

I 

4.81 

7.76 

7.43 

9.61 

B.  Results 

of  Analyses  of  Variance 

Mean  squcri 

at 

Basal  reading  p t r 
skill  R.1.I-. 

Groups 

Error (b) 

Time 

TxG 

Error (w) 

df»l 

df«98 

dfal 

dfal 

dfa98 

3.1  Identifying  P 

27.41 

30.21 

4f$i 

im.25 

100.84  10.09 

components  of  ^ 

compounds 

22.59* 

5.66 

** 

99.41 

27.35 

4.34 

ERIC 
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TabU  A80  (Ccmtixiuedl 


Mean  sq|uar«s 

Basal  reading  n t t 
skill  *^**'^’ 

Groups 

Error (b) 

Tiioe 

TxG  Error  (w) 

dfal 

df«98 

df«l 

dfil 

df>98 

1.41 

4.1  Identifying 

P 

9.83 

5.31 

136.13 

1.59 

roots,  endings, 
and  suffixes 

1 

70.5^ 

5.40 

72.00 

7.42 

1.94 

4.2  Identifying 

P 

84. 6y 

13.14 

691.92 
109. 52*^ 

1.33 

3.03* 

roots  and  prefixes 

I 

95.  l/* 

6.68 

5.87 

2.89 

4.4  Identifying 

P 

0.25 

6.84 

378.13 

22,59 

1.99 

roots  and  multiple 
affixes 

I 

0.47 

5.47 

89.78 

0.04 

2.89 

2.1  Translating 

P 

170.59 

10.08 

477.41 

•Sffic 

44.73 

2.59 

Contractions 

I 

93.02* 

4.40 

31.21- 

4.14 

1.65 

4.3  Locating  roots 

p 

59.52 

18.83 

1215.2?^ 

1.55 

5.87 

by  using  root** 

•Me 

2.47 

change  rules 

I 

131.54 

17.76 

196.02 

17.02*^ 

1.1  Changing  roots 

P 

191.11 

74.67 

1152. Odr 

4.06 

11.67 

by  using  root- 

7.37 

3.11 

change  rules 

I 

248.10^ 

19.32 

335.41 

*#  ' ' ** 

P of  F <.05;  P of  F <.01. 


Table  A81 


Bete  of  Aequlsltioii  of  the  Nomel  mod  Superior 
Groupt:  dictionary  Skills 


A Means 


Basal  reading  skill 

eXte 

Normal 

group 

Super! 

or  group 

Fbll 

Spring 

Fall 

Spring 

5.1  Identifying  alphabetical 

3 

8.44 

10.63 

10.87 

11.52 

sequences  based  on  first  letter  ^ 

10.61 

11.54 

11.61 

11.37 
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Table  A81  (Contlnue4) 


Normal  group 

Superior 

group 

Basal  reading  skill 

XeXle 

Fall 

Spring 

Fall 

Spring 

5.2  Identifying  alphabetical 

3 

3.U 

8.33 

6.70 

10.43 

sequences  based  on  third  letter 

8.61 

10.07 

10.67 

10.80 

5.3  Identifying  alphabetical 

3 

1.67 

4.07 

2.78 

7.74 

sequences  based  on  first, 

second,  or  third  letter 

X 

5.74 

9.17 

8.78 

10.89 

6.3  Using  dictionary  guide 

3 

6.74 

11.59 

8.91 

17.52 

words 

I 

13.07 

17.61 

16.26 

22.85 

7.1  Finding  definitions  of 

3 

3.04 

6.04 

m 

to 

Ov 

8.91 

single  entry  words 

1 

7.02 

8.72 

8.41 

9.39 

7.2  Finding  definitions  of 

3 

2.85 

6.63 

6.48 

11.00 

multiple  entry  words 

1 

8.33 

12.06 

10.59 

13.39 

8.1  Selecting  definitions  of 

F 

«m«i 

— 

— 

ernes 

single  entry  words 

X 

7.00 

9.85 

10.63 

11.65 

8.2  Selecting  definitions  of 

P 

— 

mm 

mm 

: — 

multiple  entry  words 

X 

5.20 

8.00 

7.57 

9.63 

9 . 1 Interpreting  single 

3 

4.59 

8.81 

6.35 

11.00 

pronunciation  symbols 

X 

7.61 

9.07 

10.22 

11.72 

9.2  Interpreting  multiple 

3 

0.70 

2.00 

0.43 

1.52 

pronunciation  symbols 

X 

1.76 

2.20 

1.74 

3.52 
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Table  A81  (Continued) 


B.  Results  of  Analyses  of  Variance 


Basal  reading 
skill 

R.1,L. 

Groups 

dfacl 

Mean  squares 
Error (b)  Time 
df»98  df«l 

a 

1 

TxG 

df«l 

Error (w) 
df«98 

5.1  Identifying 
alphabetical 

3 

iek 

68.33'  . 

8.31 

54.76^ 

ie 

14.59 

ie 

3.51 

sequences  based 
on  first  letter 

I 

8.56 

3.66 

7.61 

16.86 

2*46 

5.2  Identifying 
alphabetical 

3 

Me 

200.77' 

iek 

16.39 

iek 

515.29 

iek 

13. 66 

7.91 

» 

sequences  based 
on  third  letter 

I 

96.89 

13.66 

36.13 

22. of 

3.67 

••  I # 

5.3  Identifying 

alphabetical 
sequences  based 

3 

on 

141.95* 

iek 

23.36 

320.41 

iek 

40.35* 

7.56 

first,  second,  or  I 

282.18 

24.01 

397.62' 

21.55 

7.31 

third  letter 


6.3  Using  diction-  3 
ary  guide  words  ^ 

407.58 

Me 

881.27 

42.77  1082.41^ 

ids 

84.60  15C1.52 

87.65 

52a9 

21.22 

19.13 

7.»1  Finding  defi-  3 
nit ions  of  single 

231.06** 

12.30 

201.64' 

* 

0.75 

4.99 

entry  words  I 

52.89 

23.05 

93.85 

6.54 

16.60 

7.2  Finding  defi-  3 
nit ions  of  multiple 

iek 

397.12' 

24.51 

Me 

424. 36> 

iek 

3.44 

11.94 

entry  words  I 

160.01 

38.70 

« 

544.50 

10.46 

12.82 

8*1  Selecting  defi-  p 
nitions  of  single 

mm 

mm 

iek 

mm 

-- 

entry  words  I 

366.30 

25.40 

202.01  • 

41.60 

11.60 

8.2  Selecting  defi-  p 
nitions  of  multiple 

mm 

iek 

mm 

mm 

iek 

mm 

mm 

entry  words  I 

197.92 

13.71 

302.58 

6.64 

3.69 
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Table  A82  (Continued) 


Basal  reading  skill 

R.I.L. 

Normal 

group 

Sui^rior  group 

Fall 

Spring 

Fall 

Spring 

15.1  Specifying  functions 

P 

2.59 

3.63 

2.96 

5.07 

of  nouns 

I 

3.78 

4.69 

5.72 

7.37 

15.2  Specifying  functions 

P 

2.48 

3.61 

2.91 

5.61 

of  verbs 

I 

4.52 

5.06 

6.46 

7.63 

15.3  Specifying  functions 

P 

2.24 

3.46 

2.33 

4.70 

of  adjectives 

X 

3.56 

4.54 

5.65 

7.33 

15.4  Specifying  functions 

P 

2.30 

2.44 

1.52 

2.37 

of  adverbs 

X 

2.35 

3.07 

3.50 

5.46 

B.  ] 

Results  of  Analyses  of  Variance 

Basal  reading  _ 
skill 

Meau  souares 

,I.L. 

Groups 

Error (b) 

Time 

TxG 

Error (w) 

df=l 

df=98 

df=l 

dfsl 

dfs98 

** 

iek 

14.1  Recognizing 

P 

73.24 

6.29 

172.98 

2.63 

3.78 

functions  of  nouns 

I 

iek 

179.91 

9.71 

iek 

153.13*' 

1.45 

3.90 

14.2  Recognizing 

P 

138.4(F 

7.57 

264.50' 

14.89 

4.07 

functions  of  verbs 

1 

304.43 

13.99 

120. 13 

0.28 

3.75 

14.3  Recognizing 

P 

52.56 

5.76 

"kit 

239.81 

2.12 

2.42 

functions  of 

** 

** 

adjectives 

1 

263.43 

11.35 

115.52 

0.31 

3.08 

14.4  Recognizing 

P 

tKTC 

40.98 

5.30 

iek 

124. 82> 

2.14 

2.65 

functions  of 

** 

** 

adverbs 

1 

281.99* 

10.20 

176.72* 

7.67 

2.95 
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X^iU  A82  (Continued) 


Mean  squAres 

Basal  reading 

skill  R.I.L. 

Groups 

Error (b) 

Time 

TxG  Error  (w) 

df»l 

df«98 

dfsl 

d£-l 

df-98 

15.1  Specifying 

P 

** 

40.22 

5.07 

in.osr 

14.26 

4.32 

functions  of  nouns 

I 

265.5^ 

9.63 

•kie 

78.13 

6.89 

4.81 

15.2  Specifying 

P 

73.29 

5.92 

171.13^ 

30.4^ 

3.21 

functions  of  verbs 

I 

252. 9^ 

11.37 

34.45^ 

5.04 

4.33 

15.3  Specifying 

P 

21.58 

5.56 

153.13^ 

16.3? 

3.73 

functions  of 

I 

296.4^ 

10.64 

Me 

84.50^ 

5.95 

3.88 

adjectives 

15.4  Specifying 

P 

8.96 

3.39 

11.05* 

6.08 

2.39 

functions  of 
adverbs 

I 

154.82 

7.45 

TCTS 

83.21 

** 

18.92 

2.70 

- 

P of  F <.05;  P of  F <.01. 


Table  A83 


Rate  of  Ac(|uisitlon  of  the  Hoiwel  end  Su|»erlor 
Grou{>8:  CoQi|>teheiuiion  Skills 


A.  Means 


Basal  reading  skill 

R.I.L. 

Normal  group 
Fall  Spring 

Superior 

Fall 

group 

Spring 

16.1  Identifying  cause- 
effect  relationships 

P 

7.00 

8.61 

7.65 

9.02 

directly  stated  in 
sentences 

I 

9.13 

9.48 

9.78 

10.09 

17.3  Identifying  main 

P 

4.52 

6.26 

5.61 

7.43 

ideas  directly  stated 
in  paragraphs 

I 

6.91 

7.69 

8.48 

9.30 
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Table  A83  (Continued) 


Normal  group 

Superior  group 

Basal  reading  skill 

R#  X • Xi< 

Fall 

Spring 

Fall 

Spring 

17*1  Identifying  main  Ideas 

p 

6.00 

5.43 

5.20 

6.57 

directly  stated  in  stories 

I 

6.26 

7.43 

8.11 

8.57 

16.2  Identifying  cause-effect 
relationships  implied  in  ^ 

6.87 

8.46 

7.87 

9.00 

sentences 

I 

9.15 

9.63 

9.98 

10.43 

17.4  Identifying  main  ideas 

p 

4.00 

6.11 

5.37 

7.26 

implied  in  paragraphs 

I 

7.02 

8.35 

8.87 

9.74 

17*2  Identifying  main  ideas 

p 

4.89 

6.74 

6.24 

7.33 

implied  in  stories 

I 

6.91 

8.04 

8.37 

8.98 

17*5  Identifying  details 
in  stories 

p 

6.80 

12.72 

9.39 

17.63 

. 14. 13 
20.11 

I 

13.76 

17.22 

B.  Results  of  Analyses  of  Variance 

Bcuial  reading 

skill  R.I.I*. 

Mean  squares 

• 

Groups 

Error (b) 

Time 

TxG 

Eiror(w) 

d£«l 

df«98 

d£>l  d£>l 

d£.98 

16,1  Identifying 

*Mc 

cause-effect  P 

1A.03 

4.75 

112.50 

0.72 

1.42 

relationships 
directly  stated  ^ 

19.67 

2.11 

5.45 

0.03 

1.47 

in  sentences 

17 . 3 Identifying  p 

main  ideas  directly  ^ 

63.76 

itk 

6.40 

** 

158.42 

icie 

0.09 

2.56 

stated  in  I 

paragraphs 

126.39 

3.70 

32.00 

0.03 

1.87 

17 . 1 Identifying  p 

main  ideas  directly  ^ 

67.71** 

idc 

8.08 

irk 

98.00 

icic 

0.04 

2.88 

stated  in  stories  I 

110.94 

5.00 

35.28 

6.26 

2.12 
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labia  A83  (Continued) 


Basal  raading  x>  r r 

skill 

Groups 

Mean  squares 
Error  (b)  Time  TkG 

Bcror(w) 

df«l 

df«98 

df»l 

df»l 

d£>98 

16.2  Identifying 
cause-effect 
relationships 
implied  in 

P 

I 

29.31* 

33.21 

5.80 

3.70 

95.22 

11.05 

2.65 

0.01 

1.72 

1.32 

sentences 

17.4  Identifying 
main  ideas  implied 
in  paragraphs 

P 

I 

78.83 

ick 

130.25 

9.20 

7.83 

ick 

202.01 

62.72 

0.60 

2.67 

4.01 

2.02 

17.2  Identifying 
main  ideas  In^lied 

P 

46.53 

5.95 

-JpjU 

112.50 

7.27 

2.48 

in  stories 

1 

71.74 

4.50 

39.61** 

3.37 

1.79 

17.5  Identifying 
details  in  stories 

P 

I 

199.04* 

567.17 

44.26 

26.33 

1447.22** 

453.01** 

17.49 

12.04 

11.79 

7.19 

* 

* ~ ** 

P of  F <.05;  P of  F <.01. 


